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Context of Student Achievement on the Georgia Board of Regents’ Examination
The purpose of this study was to investigate the critical factors that influence the
success rate of students passing the Georgia Board of Regents’ Exam. The target
audiences of this study were college and university students and the University System of
Georgia employees, to include professors at select colleges and universities as well as
Board of Regents’ staff. In 1972, the University System of the Georgia (USG) Board of
Regents (BOR) passed Program Policy 307, which requires that each institution of the
University System of Georgia guarantee that students obtaining a degree from a system
institution possess certain minimum skills in reading and writing. The policy requires
students, enrolled in undergraduate degree programs leading to the baccalaureate degree.
to pass the Regents’ Reading Skills and Regents’ Writing Skills exam. There are some
exemptions to the exam, but effective fall of 2008 the Board of Regents revised Policy
(307) states:
Students enrolled in undergraduate degree programs leading to the baccalaureate
degree shall pass the Regents’ Reading Skills (RGTR 0198) and Regents’ Writing
Skills (RGTE 0199) courses as a requirement for graduation. These courses are
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offered for institutional credit. Students may exempt these courses through
examination by passing the Regents’ Tests or an approved alternative test in
reading comprehension and in writing. Students enrolled in a Regents’ Skills
course must pass the corresponding Regents’ Test in order to receive a passing
grade for the course (p. 1). Institutional exemptions to the Regents’ Reading and
Writing Skills requirement may be granted by the USG Executive Vice
Chancellor and Chief Academic Officer under delegated authority of the
Chancellor in consultation with the Chair of the Academic Affairs Committee of
the Board of Regents. Exemption requests will be reviewed based on institutional
evidence of robust and effective student learning assessment and support for
under-achieving students. Exemptions are granted based on institutions’
assessment of communications outcomes in Area Al classes (ENGL 1101 and
1102). Therefore, if a student has passed ENGL 1101 and 1102 at an exempt
institution (or has been granted transfer credit for those classes AFTER
ENROLLING at an exempt institution), then the student is exempt from Regents’
Test requirements at that point, regardless of where he/she may transfer. (BOR
Policy 307, section 2.8.12, p.1)
Tables 1-3 provide a description of the components of the exam, a sample of the
number-right to scale score conversion and a description of the essay sconng procedure.
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Table I
Description ofthe Components ofboth the Regents Reading and Writing Exams
Regents Reading and Writing Exam
Regents Exam
General:
The Regents’ Testing Program Reading Test is a multiple-choice test with 54 items and
an administration time of one hour. The test consists of nine reading passages with five to
eight questions about each passage. The passages are from magazines (e.g., Newsweek,
National Geographic), newspapers, literary works, and other written material that, in the
judgment of committees of faculty members, all students receiving college degrees
should be able to comprehend. The passages on the test usually range from 175 to 325
words in length, treat topics drawn from a variety of subject areas (social science,
mathematics and natural science, and humanities), and entail various modes of discourse
(exposition, narration, and argumentation).
Content:
Vocabulary: entails identifying the meanings of words as they are used in passages. The
student may use context clues, structural analysis andlor a general understanding of the
meaning of the passage to determine the meaning of a word.
Literal Comprehension: entails recognizing information and ideas presented explicitly
in passages. Literal comprehension items require a student to recognize (a) details or




relationship, or (e) the referent for which a word or group of words has been substituted
in a passage.
Inferential Comprehension: entails synthesizing and interpreting material that is
presented in a passage. Inferential comprehension items involve the following skills:
(a) identifying the main idea of a passage or paragraph, (b) inductive reasoning,
(c) deductive reasoning, and (d) interpretation of figurative or other language.
Analysis: is concerned with how or why a passage is written rather than what a passage
is about. In general, analysis items require inferences to be made about the style, purpose
or organization of a passage.
For each form of the Reading Test, l80o to 24°o of the items are from each of the
categories of Vocabulary, Literal Comprehension, and Analysis and 33% to 41% of the
items are from the Inferential Comprehension category.
Writing Exam
The purpose of the Essay Test is to find out how well you can write an essay. Students
will have sixty minutes to write an essay on the topic they select. Each student will be
able to choose from four essay topics.
Table 2
Sample Number-Right to Scale Score Conversion Table Regents’ Reading Test
Number-Right Number-Right
Score Scale Score Score Scale Score
1 6 22 46
2 13 23 46
3 18 24 47
4 21 25 48
5 24 26 49
6 26 27 50
7 28 28 51
8 30 29 52
9 31 30 53
10 33 31 53
11 34 32 54
12 35 33 55
13 37 34 56
14 38 35 57
15 39 36 58
16 40 37 59
17 41 38 60
18 42 39 61*
19 43 40 62
20 44 41 63





Score Scale Score Score Scale Score
43 66 49 76
44 67 50 78
45 68 51 82
46 70 52 86
47 72 53 93
48 74 54 99
Table 3
Description ofEssay Scoring Procedure
• Raters should read each essay quickly to gain a general impression of its quality. This
approach, holistic rating, contrasts with the analytic grading commonly used in essay
evaluation.
• The essays are rated on a three-point scale in which “1” is a failing score and “2” and
“3” are passing scores. The model essays represent borderline cases; each essay to be
rated must, by definition, fall above or below a model. One model essay represents
each dividing line.




• Raters should compare the essays they read with the models. They should g~j rate in
terms of their usual grading standards or some abstract standard.
• The most important task for a rater is to determine whether an essay is better than the
2/I model essay. An essay worse than the “2/1” model receives a failing score
An essay better than the “2/1” model but not as good as the “3 2” model receives a
grade of”2.” An essay better than the “3/2” model receives a grade of”3.”
• The most important task for a rater is to determine whether an essay is better than the
2/1 model essay. An essay worse than the “2 1” model receives a failing score of”1 .“
An essay better than the “2 1” model but not as good as the “3 2” model receives a
grade of”2.” An essay better than the “3/2” model receives a grade of”3.”
• Raters should keep in mind that students have one hour to compose an essay on a
choice of assigned topics. The essay should not be evaluated as a final product that the
student might be able to produce after additional time for reflection and revision. The
model essays are chosen based on reasonable expectations for writing samples
produced in one hour.
• The Testing Subcommittee of the University System Academic Committee on English
attempts to choose models by using the following definitions of competency, although
it realizes that these definitions are by no means exhaustive.
3: The “3” essay shows distinction. It meets all and exceeds most of the criteria for a
“2.” The ideas are expressed freshly and vividly, and the essay arouses the
reader’s interest to a greater extent that the typical “2” essay.
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Table 3 (continued)
2: The “2” essay meets the basic criteria. It has a central idea related directly to the
assigned topic and presented with sufficient clarity that the reader is aware of the
writer’s puipose. The organization is clear enough for the reader to perceive the
writer’s plan. The paragraphs coherently present some evidence or details to
substantiate the points. The writer uses ordinary, everyday words accurately and
idiomatically and generally avoids both the monotony created by series of
choppy, simple sentences and the incoherence caused by long, tangled sentences.
Although the essay may contain a few serious grammatical errors and several
mechanical errors, they are not of sufficient severity or frequency to obscure the
sense of what the writer is saying.
1: The “1” essay fails to demonstrate competence. It has any one of the
following problems to an extraordinary degree or it has several to a limited
degree: it lacks a central idea; it lacks a clear organizational plan; it does not
develop its points or develops them in a repetitious, incoherent, or illogical
way; it does not relate directly to the assigned topic; it contains several serious
grammatical errors; it contains numerous mechanical errors; ordinary,
everyday words are used inaccurately and un-idiomatically; it contains a
limited vocabulary so that the words chosen frequently do not serve the
writer’s purpose; syntax is frequently rudimentary or tangled; or the essay is
so brief that the rater cannot make an accurate judgment of the writer’s ability.
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Education is a very important concern in our society. Accordingly, the
effectiveness of educating our youth is a relevant public concern. Generally, educators’
measure student aptitude levels by performance on specific standardized exams and; the
Georgia Board of Regents is not an exception. A policy enacted in 1972 by the Board of
Regents created a system-wide testing program, which was intended to measure students’
competency levels in both reading comprehension and writing skills. Table 2 is a sample
of a conversion table for the Reading Test. Conversion tables for various forms of the
test will differ slightly.
Currently, there are three universities that its students (regardless of degree
programs) are exempted from taking the exam. However, based on the retention rates of’
students in select colleges and universities, several students are not successfully passing
the exam and this paper addresses this issue.
Dependent Variable as a Problem
The success rate of students passing the Regents’ Exam was the dependent
variable or outcome in this study. This variable can be identified at the University
System of Georgia Colleges and Universities. Although this examination is conducted
for Georgia students, sufficient reading and writing skills beyond a K-12 education
should be a national concern. There is widespread variation in students’ first time exam
success, reaching 45 credit hours, at the different types of institutions as well as in the
reading comprehension component on this exam (Table 4).
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Table 4
Regents’ Testing Program (2010) Passing Rate Percentages ofStudents Completing the
Regents’ Skills Requirement Exams by the Semester during which They Reached the 45
Credit Hour Mar/c Academic Year 2008-2009
Reading
Number of Students Essay Both
Types of Institutions (Taking Exam) % Passed % Passed Sections
Research Universities (3 out of 4) 8,717 97% 96% 95%
Regional Universities 3,816 90% 90% 86%
State Universities 10,102 86% 88% 81%
State Colleges 3.622 78% 81% 71%
2-Year Colleges 4.160 75% 80% 69%
Independent Variables in Context
It was proposed that the success rate of students passing the Regents’ Exam
(dependent variable) may be related to the various roles and functions in the
organizational structure because the organization is designed to promote this variable.
Based on the current scores recorded from the exam, it does not appear that some
students are successfully passing the exam. Further, since students are not successfully
passing the exam as expected, then it means that the roles’ functions may not be properly
aligned, and could be contributors as independent variables for the dependent or outcome
variable. Some independent variables are: age-groups; gender; ethnicity; college type;
college financing; college classification; student perception of the predictive strength of
the college university leadership; student perception of the predictive strength of the
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college/university admissions criteria; student perception of the extent to which their
prior academic performance contributed to their success on the Regents’ exam; student
perception of the extent to which their course work leading to the Regents’ exam
contributed to their success on the Regents’ exam; student perception on exam
importance weight; student perception of the extent to which the Regents’ course
instructor qualifications contributed to their success on the Regents’ exam; student
perception of the extent to which the Regents’ course(s) contributed to their success on
the Regents’ exam; student perception of the extent to which test anxiety contributed to
their success on the Regents’ exam; and student perception of the extent to which the
testing environment contributed to their success on the Regents’ exam.
Figure 1 illustrates a college/university organizational structure as it relates to
leadership.
Deficiencies in Prior Research
Currently, the major attempt at rectifying the problem of unsuccessful Regents’
Exam scores and student standardized exam success is to administer a course (as a part o
the Regents’ Program) for all students, but especially for those students who have to
repeat the exam.
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BOR Assistant and Associate Vice Chancellors
Regents’ Exam Coordinators/GSU I
USG Presidents
4.
~ Regents’ Course Students
Academic Merit Prior Course Work Leading to the Regents’ Exam
Figure 1. College/University Organizational Structure as it Relates to Leadership
According to the University System of Georgia Regent’s Testing Coordinator
Dr. L. Caldwell (2008) states:
Students who perform at a very low level when taking Regents’ Exam for the
FIRST time should get immediate assistance. Others, at the discretion of the
institution, may retake the exam without such help.. .Low-Failure: If the score on
the Regents’ Test is sufficiently low to be flagged at the low-failure level, the




student will be required to participate in remediation in the next semester of
enrollment.. .Above Low-Failure: If the student fails the Regents’ Test at the first
attempt, but scores higher than the low-failure level, informal advising/procedures
may be used to determine whether the student should enroll in remediation (such
as those mentioned for low-failure students), or whether another attempt of the
Regents’ Test without remediation is advisable. This is an institutional
decision.... Students who perform at a very low level when taking the exam for
the SECOND time must enroll in the Regents’ Skills course in the next semester
of attendance... Students who fail the exam for the THIRD time must enroll in the
appropriate Regents’ Skills course in the next semester of attendance. (pp. 2-3)
In most institutions, if any incoming freshmen has not exempted from the Regents’
Reading exam by their SAT (510) or ACT (23) score and the Regents’ Writing Exam by
their SAT (500 (with a 510 on SAT Reasoning section) or 560) or ACT (22—with a 23
ACT Reasoning—or 24), or AP English score (3), then the freshmen must either register
for the Regents’ courses and subsequently sit for the exam in the same semester of the
course(s); or they have to immediately sign up to sit for the exam and successfully pass
the exam in order to exempt the courses. Any student who needs to take and/or
successfully pass the Regents’ exam and who has accumulated 45 hours will need to sign
up for the preparatory courses as well (ROTE 0199 and/or RGTR 0198). If they fail the
exam, they must register to take a Regents’ Exam course and prepare to sit for the exam
after completion of the course. Further, if a student continues to fail the exam, he/she is
still required to register and pay for the Regents’ Exam course each subsequent semester
following the exam. As such, it is evident that this problem is grounds for a study.
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Statement of the Problem
It was proposed to investigate the success rate of students passing the Regents’
Exam (dependent variable) and whether or not such independent variables as age-groups;
gender; ethnicity; college type; college financing; college classification; student
perception of the predictive strength of the college university leadership; student
perception of the predictive strength of the college university admissions criteria; student
perception of the extent to which their prior academic performance contributed to their
success on the Regents’ exam; student perception of the extent to which their course
work leading to the Regents’ exam contributed to their success on the Regents’ exam;
student perception on exam importance/weight; student perception of the extent to which
the Regents’ course instructor qualifications contributed to their success on the Regents’
exam; student perception of the extent to which the Regents’ course(s) contributed to
their success on the Regents’ exam; student perception of the extent to which test anxiety
contributed to their success on the Regents’ exam; and student perception of the extent to
which the testing environment contributed to their success on the Regents’ exam could
influence the outcome or dependent variable in this study. This study includes data at
one state university and two 2-year colleges.
Significance of the Study
The Georgia Board of Regents’ Testing Program is designed to address the
problem of inadequate education. For the purposes of this study, the term “inadequate
education,” refers to insufficient reading comprehension and writing skills. There are
many assumptions about the causes of inadequate education. Some people assume the
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problem is based in the family. Parents or legal guardians who lack educational
attainment cannot efficiently and effectively ensure that their children receive an
adequate education. Another assumption is that today’s young people are just not
motivated enough to successfully acquire a minimum level of reading comprehension and
writing skills. Finally, the most popular assumption is that Georgia’s public schools, K-
12, does not effectively provide students with an adequate education. For a number of
years, Georgia has been ranked as one of the lowest in educational achievement. This
assumption alone, gave the Regents’ the impetus to strive for a better-educated Georgia
by increasing the knowledge of not only our youth, but our educators as well.
The services offered by the Regents’ program (i.e., specific Regents’ courses), the
required courses of English 1101 and 1102, additional tutoring assistance, and various
resources and instructional materials for the purpose of the program (including tutorial
books and other related items), provide the student with more than just the minimum
level of proficiency in reading comprehension and writing skills. Students have multipl...
opportunities to successfully complete the test, including the option of registering for
these courses before they decide to take the exam. The combined efforts of the
opportunities provided by the program are intended to address the problem and help
achieve the purpose of the program. If this program is successful, an average student’s
competency level should increase. Accordingly, Georgia’s national educational average
should also begin to increase in rank.
This study was an investigation of the success rate of students passing the
Regents’ Exam (dependent variable) and whether or not such independent variables as
age-groups; gender; ethnicity; college type; college financing; college classification;
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student perception of the predictive strength of the college/university leadership;
student perception of the predictive strength of the college/university admissions criteria,
student perception of the extent to which their prior academic performance contributed to
their success on the Regents’ exam; student perception of the extent to which their course
work leading to the Regents’ exam contributed to their success on the Regents’ exam;
student perception on exam importance/weight; student perception of the extent to which
the Regents’ course instructor qualifications contributed to their success on the Regents
exam; student perception of the extent to which the Regents’ course(s) contributed to
their success on the Regents’ exam; student perception of the extent to which test anxiety
contributed to their success on the Regents’ exam: and student perception of the extent to
which the testing environment contributed to their success on the Regents’ exam can
influence the outcome or dependent variable in this study. The research conducted for
this study should provide some rationale concerning student success rates on the Regent~
exam. By understanding the cause of the problem, the researcher will be able to offer
solutions and recommendations to students to aid them in their exam preparation and
ultimately success on the exam.
This study may also provide some information to K-12 leaders and may highlight
some gaps in academic preparation of its fhture college students. Further, the University
and Board of Regents’ staff, as stakeholders and leaders within the college/university
system, may need to consider that given the fact that students have to take several core
curriculum courses, including both sections of the English course in addition to the
Regents’ Reading and Writing Skills courses, and also make a sufficiently high score on
the Scholastic Achievement Test (SAT) or the ACT and most recently, some colleges
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universities may substantiate evidence to support students at its college university do
not need to take the exam, it may be concluded that the examination is redundant and
should not be administered.
Summary
This chapter provided an introduction to problem of the success rate of students
passing the Georgia Board of Regents’ Exam (dependent variable) and introduced some
possible as age-groups; gender; ethnicity; college type; college financing college
classification; student perception of the predictive strength of the college university
leadership; student perception of the predictive strength of the college university
leadership admissions criteria; student perception of the extent to which their prior
academic performance contributed to their success on the Regents’ exam; student
perception of the extent to which their course work leading to the Regents’ exam
contributed to their success on the Regents’ exam; student perception on exam
importance/weight; student perception of the extent to which the Regents’ course
instructor qualifications contributed to their success on the Regents’ exam; student
perception of the extent to which the Regents’ course(s) contributed to their success on
the Regents’ exam; student perception of the extent to which test anxiety contributed to
their success on the Regents’ exam; and student perception of the extent to which the
testing environment contributed to their success on the Regents’ exam. This chapter also
provided an overview of the Georgia Board of Regents’ Program and Exam Policy,
deficiencies in prior research as well as the significance of the study.
CHAPTER II
LITERATURE REVIEW
Some people are just not good standardized test takers. According to Sedlacek
(2007), standardized tests only measure the componential (ability to interpret information
hierarchically in a well defined and unchanging context); such tests fail to measure
experiential (ability to interpret information in changing contexts, be creative) and
contextual (ability to adapt to a changing environment, ability to handle and negotiate the
system). Given this fact, what happens when a student continuously fails to meet the
requirements of the Regents’ Testing Program? If a student has not passed or been
exempted from the exam, he or she must take the Regents’ Skills courses during each
subsequent semester of enrollment. Also, students enrolled in a Regents Skills course
must pass the corresponding Regents’ Test in order to receive a passing grade for the
course. In other words, if a student fails on his or her first attempt on the Regents’ Test
they must enroll (or re-enroll based on some students who actually opt to sign up for the
class prior to taking the exam) in the Regents’ courses and receive a satisfactory or
unsatisfactory grade in the class.
Although a student may receive credit for taking the course, successful
completion of the course does not guarantee a passing score on the actual test. In fact,
after a student fails either portion of the Regent’s exam, he or she is required to register
for the Regents’ Skills Course of the unsuccessfully passed section of the exam. In fall
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semester 2005, the system’s retention rate for first time examinees was 59.49% for the
number of students who failed the reading portion of the exam and 30.96% of students
who failed the writing portion of the exam. In spring semester 2006, the statistics
indicate that the system’s retention rate for first time examinees was 58.67% for the
number of students who failed the reading portion of the exam and 33.99% of students
who failed the writing portion of the exam. In the academic year of 2008-2009, the
system’s retention rate of first time examinees for the reading section of the exam was
88.4%, 89.4°o for the writing section of the exam and 84.6% for both sections of the
exam. Although it appears that scores have increased since 2006, a Simpson Paradox
exists in that the actual breakdown of scores by institution does demonstrate that there is
still a relatively high number of students who consistently fail the Regents’ exam, even
after successful completion of the required courses.
Based on the retention rates of the past-recorded years, it is obvious that some
students have a tougher time passing standardized tests than others. However, the
Regents’ Testing Program’s solution to this problem is to have the student repeatedly
take the Regents’ courses. Even if the student successfully passes the course, he/she still
may not pass the test. If he she does not pass the exam, the student must repeat this
process every semester until he she passes the exam. Thus, it follows that students may
successfully pass the designated core curriculum, excel in their major required courses
and become prepared to graduate; unfortunately, because they have not passed this
required exam, they have to postpone graduation or opt not to receive their earned
degree.
2’)
States with Exams Similar to that of the Regents’ Exam
Florida has the most similar type of college level reading comprehension and
writing exam. According to the Florida Department of Education (2005), the Florida
College Basic Skills Exit Test was established by the 1997 Legislature as:
A condition for meeting basic college computation and communication skills
requirements. As a service to the institutions offering college preparatory
programs, the Florida Department of Education developed test forms and related
materials to meet the requirements of the legislation. The Florida College Basic
Skills Exit Test comprises subtests in writing, reading, and mathematics. Students
who do not achieve passing scores on the Florida College Entrance-Level
Placement Test (CPT) must pass the appropriate remedial course(s), as well as the
Florida College Basic Skills Exit Test. Institutions are responsible for the
administration of the exit test. This includes maintaining test security and setting
test dates, length of administration time, and passing requirements. (p. 1)
According to Bashford (2002), of Florida International University, there appears to be an
influence of the Florida State Mandated Exam at a local community college. According
to the author’s study:
The purpose of this study was to explore the impact of the Florida State-mandated
Basic Skills Exit Tests (BSET) on the effectiveness of remedial instruction
programs to adequately serve the academically underprepared student population.
The primary research question concerned whether the introduction of the BSET
has resulted in remedial completers who are better prepared for college-level
coursework. This study consisted of an ex post facto research design to examine
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the impact of the BSET on student readiness for subsequent college-level
coursework at Miami-Dade Community College. . . Differences based on subject
area and race/ethnicity were explored. The introduction of the BSET did not
improve the performance of remedial completers in subsequent college-level
courses in any of the subject areas. The BSET did have a negative impact on the
success rate of students in remedial reading and mathematics courses. There was
a significant decrease in minority students’ likelihood of passing remedial reading
and mathematics courses after the BSET was introduced. The reliability of the
BSET is unacceptably low for all subject areas, based on estimates derived from
administrations at M-DCC. Nevertheless, there was a significant positive
relationship between BSET score and grade point average in subsequent college-
level courses. This relationship varied by subject area and ethnicity, with the
BSET reading score having no relationship with subsequent course performance
for Black non-Hispanic students. The BSET had no discemable positive effect on
remedial student performance in subsequent college-level courses. In other
words, the BSET has not enhanced the effectiveness of the remedial programs to
prepare students for later coursework at M-DCC. The BSET had a negative
impact on the progress and success of students in remedial reading and
mathematics. (p. 1)
Thus, it may be concluded that since the Florida Basic Skills Exam, similar to that of the
Georgia Board of Regents’ Exam, created a negative influence on the progress and
success rate of students in remedial reading and mathematics, then the Regents’ Skills
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Courses (remedial courses for students who have not successfUlly passed or taken the
exam) may also provide a similar influence.
Although there are not many states’ that conduct this type of exam at the college
level, there are many states that conduct a similar type of exit exam at the high school
level. According to the National Center for Fair and Open Testing (2007), tens of
thousands of students around the nation are prevented from receiving their diplomas
because of exit exams. The organization further suggests:
In Texas alone, 40,200 students in the Class of 2007 were denied diplomas
because they failed to pass all four portions of the state test a 27% increase from
the previous year. California now requires students with disabilities to pass a
state test to graduate. On the other hand, an Alaska judge ruled it unfair to deny
students diplomas when they have not been given a fair chance to learn material
on the tests, and Texas and Massachusetts legislators are exploring alternatives
after years of having exit exams in place. (p. 1)
As a result, the literature suggests that even at the high school level many students are
still not successfully passing basic competency exams.
College/University Leadership
College and University leaders face tremendous challenges in managing complex
institutions of higher education. These leaders must possess a wide variety of managerial
and leadership skills to be successful in academic environments (Sala, 2003). In order,
for these college and university leaders, to acquire the necessary leadership skills, they
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must first have an understanding of what leadership is in their respective role.
According to Nelson (2010):
Traditionally, leadership has been defined in terms of individual-level skills and
the majority of leadership theories fall under one of five categories: trait,
behavioral, situational, power-influence, and transformational. However, more
recent explorations have sought to integrate these categories and also
acknowledge that leadership is complex and relational, involving not only the
individual leader but also the social and organizational environment. (p. 17)
If college and university leaders agree that leadership involves both the social and
organizational environment, then it would follow that such leaders would understand th&
their administrative decisions affected not only their faculty members, but the students as
well. As compared to the P-12 educational leaders, college and university presidents are
also responsible for serving both the internal (students and faculty) and external
(community, parents, and stakeholders). According to Sala (2003), many researchers
have argued that. . . college leaders are increasingly required to demonstrate
accountability for results. As such, one of the major challenges faced by such leaders is
their relationship to student performance. A study conducted by de Vries (2000)
examined:
The effects of departmental performance and employees’ need for leadership on
respondent’s perceptions of leader effectiveness, leadership traits, and proto
typicality of the leader. A sample of 150 Dutch University students participated
in a 2 X 2 plus control-group design. Results show that both need for leadership
and performance manipulations have an effect on the perceived effectiveness anci
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goal orientation of the leader. These effects are elaborated by an interaction
effect. In the strong need for leadership and high performance condition the
leader’s perceived effectiveness and goal orientation were disproportionately
higher than in the other conditions. However, only a main effect of need for
leadership occurred on perceived leader’s support orientation. The leader was
perceived as more supportive in the strong than in the weak need for leadership
condition. (p. 1)
The results of this study provided that the college/university leaders, to include
professors, department chairs as well as presidents, typically have a need for and desire Li
lead, which in turn has an effect on its students.
Although there is not much literature to support specific leadership traits for
effective college and university leaders, Kouzes and Posner (2002) identified more than
250 traits subordinates respected in their leaders. Their research demonstrated that most
subordinates respect leaders who are honest, competent, strategic and able to inspire
(Kools, 2010). Nelson (2010) states:
The Association of College Personnel Administrators (ACPA), one of two major
organizations that guide the field of student affairs, recently published a
‘Document on Professional Competencies’ (Love et al., 2008). The report
identified eight competency areas and listed a set of basic, intermediate and
advanced skills for each area. The competency area of Leadership and
Administration/Management is broken down into four subcategories: resource
management, human resources, organizational development, and social
responsibility/civic engagement. (p. 2)
4..
According to McKee (1990), college and university leaders, i.e. presidents, have a
statistically significant effect on job satisfaction. McKee further suggests that college
leaders who employ Hershey and Blanchard (1985) Situational Leadership Style Three, a
combination of high level of concern for employees and a low level of concern toward
tasks, had employees with the greatest satisfaction. College and university presidents
who adopt this, or Situational Leadership Style Two, will promote collaborative
partnerships and the faculty members would be involved in the task development proces
as it coincides with the goals of the organization, then the tasks would be in-line with the
followers’ personality, capability and needs. This method would allow for the
applications of both the human relations model as well as the concentration on the high
task and high initiation on the Blake and Mouton Managerial Grid (G. Persaud, personal
communication, March 2009). Another study, conducted in the United Kingdom,
explored the role of college university principals’ (equivalent to U.S. university/college
presidents) background characteristics, socioeconomic variables, managerial styles, and
organizational climate on various measures of college and student performance. This
study suggested that “managerial styles seem to have the largest impact on retention
rates...” (Sala, 2003, p. 1). As such, it follows that the college and university leadership
can have an effect on the satisfaction of its employees (i.e. faculty members), which can




There is some evidence to suggest that a college/university’s admission criteria o
the necessary factors that influences a student’s enrollment can be a determining factor of
a student’s standardized exam success rate. In other words, if a college/university selects
a student based on his/her SAT/ACT score, then such score will offer an idea as to
whether or not the student will successfully pass the Regents’ exam. Further, the
institution’s decision to select the student will also be based on the institution’s admissicL~
criteria. Fitzsimmons (as cited in Rimer, 2008), the dean of admissions and financial aid
at Harvard, offers a timely reminder that tests like the SAT and ACT were never meant to
be viewed in isolation, but considered as one in a range of factors that include grades,
essays and so on. Further, Rimer (2008) states:
Mr. Fitzsimmons led a commission of college admissions officials who drafted
the study, which challenges colleges and universities to examine their use of the
SAT and ACT and to consider whether the benefits outweigh the disadvantages or
whether they can make the tests optional for admissions. Mr. Fitzsimmons called
on colleges and universities to be more transparent about how they use
standardized admissions scores. and more collaborative in terms of sharing
research on the scores. He suggested that the National Association for College
Admission Counseling assume more of a ‘watchdog role,’ fighting against the
misuse of standardized test scores. He said that what may be more helpful going
forward are more tests based on high-school curriculum. (p. 1)
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The University System of Georgia established a set of minimum requirements for its
students that each of its 35 institutions must follow:
Students applying to any institution must complete the USG’s Required High
School Curriculum (RHSC) requirements and graduation from a high school
accredited by a regional accrediting association (such as the Southern Association
of Colleges and Schools) or the Georgia Accrediting Commission or from a
public school regulated by a school system and state department of education.
Additionally, students must present credit for sixteen (16) specified units.
Students who graduate from high school in 2012 or later must present credits for
seventeen (17) specified units; the 16 (17 for students who graduate in 2012 or
later) specified USG units are:
1. MATHEMATICS: Four (4) units of Mathematics, including Algebra I,
Algebra II, and Geometry. For students who graduate from a Georgia Public
School in 2012 or later, the 4 units of Mathematics must include a course at
the level of Math 3 or higher.
2. ENGLISH: Four (4) units of English which have as their emphasis grammar
and usage, literature (American, English, World), and advanced composition
skills.
3. SCIENCE: Three (3) units of science, with at least one laboratory course
from the life sciences and one laboratory course from the physical sciences.
Students who graduate in 2012 or later must have four (4) units of science.
Georgia Public high School graduates must have at least one (1) unit of
biology, one (1) unit of physical science or physics, and one (1) unit of
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chemistry, earth systems, environmental science, or an advanced placement
science course.
4. SOCIAL SCIENCE: Three (3) units of social science, with at least one (1)
course focusing on United States studies and one (1) course focusing on world
studies.
5. FOREIGN LANGUAGE: Two (2) units in the same foreign language
emphasizing speaking, listening, reading, and writing. Two (2) units of
American Sign Language may be used to satisfy this requirement. (BOR
Policy, 307, section 4.2.1.1, p. 1)
In addition to the aforementioned minimum requirements, USG institutions are also
encouraged to utilize and apply a systematic formula referred to as the Freshman Index
(Fl), which is based on a combination of a student’s SAT I or ACT assessment scores and
high school grade point average. Table 5 is a description of the Freshmen Index.
Table 5
The Freshman Index Formula
Fl = 500 x (HSGPA) + SAT Verbal/Critical Reading + SAT I Math; (or)
Fl = 500 x (HSGPA) + (ACT Composite x 42) 88






The minimum Fl required for admission to a:
State College 1830
2-Year College 1830
Additionally, effective fall semester of 2011, the presidents of state and 2-year
colleges have the option to require one of the following:
(A) Submission of SAT/ACT test scores and meeting of the Freshman Index, as
described below or (B) a minimum high school grade point average (HSGPA) and
mandatory placement testing in lieu of SAT/ACT test scores for admissions. In
addition to the Fl, students must have a minimum SAT I Verbal score of 430 and
Mathematics score of 400 (or ACT equivalent) for admission to a university
(research, regional, or state). Students without these minimum scores but with
SAT I scores of at least 330 Verbal and 310 Mathematics may be considered for
admission to a 2-year college, but will be required to exempt or exit learning
support (LS) in the areas of deficiency. Institutions may set higher requirements
for admission. Students meeting the minimum Fl requirements are not guaranteed
admission. (BOR Minutes, August 2010)
Some USG colleges and universities have already begun instituting the
aforementioned criteria at their school. For example, one 4-year institution is fostering
the growth and development of Southwest Georgia and the state through teaching/
learning, research, creative expression and public service with more than 4,000 students
for the 2010-11 academic year. Although not currently utilizing the Fl criteria, the school
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requires a minimum of a 430 Verbal and 400 Math on the SAT or a minimum of 17 on
both sections of the ACT exam. Additionally, the university’s minimum grade point
average is at least a 2.0 (or a technical career diploma with a 2.2 cumulative grade point
average). The University offers more than 30 undergraduate degree programs leading to
the baccalaureate degree, but it also offers masters’ and educational specialist degrees,
specialized educational programs, as well as six advanced degrees (Blake University
[pseudonym], 2010).
One two-year institution is seeking to cultivate within its students a knowledge-
base and repertoire of skills for success: a habit of informed, critical thinking; and a
strong sense of personal and collective responsibility. With an enrollment of more than
2.200 students for the 2010-2011 academic year, this institution also requires a minimum
of 430 Verbal and 400 Math on the SAT or a minimum of 17 on both sections of the
ACT exam (Ashton College [pseudonym], 2010). The college also requires a minimum
grade point average of at least a 2.0 (or a technical career diploma with a 2.2 cumulative
grade point average). Additionally, the school offers more than 40 programs of study in
the fields of business, mathematics and computer science, humanities and fine arts,
natural sciences and social sciences.
A regional nonresidential 2-year multi-campus college strives to meet the
changing expectations of diverse students and community constituencies by providing
effective, innovative and lifelong educational opportunities. With more than 25,000
students enrolled in the 2010-2011 academic year, the institution offers 27 associate
degrees and 4 career and technical degrees through its six locations in metro Atlanta.
Additionally, the college also offers nine dual degree programs with a Georgia technical
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college (Simpson Regional College, 2010). The college does not require official SAT
and ACT exam scores. However such scores may exempt students from the Regents’
courses as well as the Regents’ exam. According to the college, high school graduates
with a college preparatory diploma and at least a 2.0 cumulative grade point average or a
technical/career diploma with at least a 2.2 cumulative grade point average will be
guaranteed admission after submitting an application, application fee and official high
school transcript (or transcript with coursework to date if not graduated) (Simpson
Regional College, 2010).
Based on the information provided by Rimer (2008) and the current Board of
Regents’ admission policy, there is evidence to support the idea that colleges/universitiec
admission criteria may possibly impact student standardized exam success rates.
Regents’ Courses Content
The Regents’ reading and writing skills courses may also have a tremendous
effect on students’ success on the Regents’ exam. Some students still do not pass the
exam after taking the courses. The Regents’ Reading Skills and Regents’ Writing Skills
Courses (USG Regents’ Testing Program, 2008) are described as:
REGENTS’ READING SKILLS (RGTR 0198): The Regents’ Reading Skills
course is intended to ensure that all graduates of USG institutions possess certain
minimum skills in reading comprehension. Students work on improving their
comprehension of material drawn from a variety of subject areas (social science.
natural science and humanities) with various modes of discourse (exposition,
narration and argumentation). Critical thinking and the following four major
-, —
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aspects of reading are emphasized: vocabulary in context, inferential and literal
comprehension, and analysis. REGENTS’ WRITING SKILLS (RGTE 0199):
The Regents’ Writing Skills course is intended to ensure that all graduates of USC~
institutions possess certain minimum skills in writing. Students learn to evaluate
their own writing strengths and weaknesses and work on improving their writing
skills so that they are able to write an essay meeting the Regents’ criteria. (p. 1)
Students enrolled in a Regents’ course must pass the corresponding Regents’ Test in order
to receive a passing grade for the course. Students not passing the course receive a “U”
and must repeat the course until they pass. Those passing receive a grade of”S.” Each
of USG colleges and universities utilize the standard Regents’ Reading and Writing Skills
Courses requirement(s) as a basis for their individual institutional policy. For example, at
Blake University, the course registration requirements are as follows:
(I) sign up for the test RGTE 1100 and or RGTR 1100, (2) if students have
three attempts, 45 hours or above, or have scored less than 50 on the reading
portion of the test on their last attempt, they should also sign up for the Regents’
Test Preparatory class(es). ALL students must sign up for the test unless they
have already exempted or passed it. If students fail one or both parts of the test the
registration steps are as follows: (I) sign up for the test RGTE 1100 and/or
RGTR 1100; (2) if they have three enrollment attempts(an attempt is any semester
a student is enrolled in school, regardless if they tested or not), 45 hours or above
or have scored less than 50 on the reading portion of the test on their last attempt,
they should also sign up for the Regents’ Test Preparatory class(es). ALL
students must sign up for the test unless they have already exempted or passed it.
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Students enrolled in Regents’ Test Preparatory classes must be recommended
to take the Regents’ Test by the instructor. Students who are not recommended
for any reason must register for the Regents’ Test Preparatory classes the next
semester of enrollment.
In contrast to the 4-year institution, Ashton College only requires the Regents
courses “if students fail either respective area of the exam.” If the student has not
successfully passed the exam, students must continue to register for the course(s) each
subsequent semester following the exam” (Ashton College, Course Descriptions, 2007,
p. 53). On the other hand, Simpson Regional College (pseudonym) requires students to:
Register for the Regents’ Exam during the first semester that they are eligible to
take English 1101 . . . Any student who is not enrolled in Learning Support
English or Reading or ESL must take each part of the Regents’ Test not
previously passed or exempted in each semester of enrollment in a University
System institution. (p. 53)
Additionally, there are also specific requirements for students who fail the exam:
After failing a portion of the exam once (or not showing up, which counts as a
failure), the student should sign up for that portion again the following semester.
If a student receives a ‘low-fail’ grade on his/her second attempt, the student must
sign up for the Regent’s Test Prep course (RGTR for Reading, RGTE for English)
for the next semester. If a student receives a failing grade that is NOT considered
a low-failing grade, the student signs up for that portion of the Regents’ Test again
the following semester. Students who fail a portion three times MUST sign up for
the Regents’ Test Prep course the following semester (RGTR for Reading, RGTE
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for English). Students who fail the exam after completing RGTR or RGTE
must repeat the course and exam again the following semester. Students who fail
the exam after two terms of RGTR or RGTE must repeat the course again the
following semester, as well as receive individualized instruction. (The details of
this process are currently under review by the college’s Humanities Department.)
Students who fail the exam additional times will receive more individualized
instruction, and may eventually take an alternate form of the test. (This process is
also under review). (Simpson Regional College, 2010)
Although each institutional Regent’s course policy varies, all institutions utilize the
standard Regents’ Reading and Writing Skills Courses requirement(s) as a basis for their
individual institutional policy. Nonetheless, the fact remains that many students are still
not successfhlly passing the exam, despite their attempt in the corresponding Regents’
course(s).
Types of Tests
There are several types of exams (norm-referenced, criterion-referenced, survey,
diagnostic, formal, summative and formal). Of these exam types, the Georgia Board of
Regents’ exam is a norm referenced exam. A norm referenced exam is a type of
standardized test that compare students’ performance to that of a norming or sample
group who are in the same grade or are of the same age. Students’ performance is
communicated in percentile ranks, grade-equivalent scores, normal-curve equivalents,
scaled scores, or stanine scores (Education Oasis, 2009). Norm-Referenced tests
determine a student’s placement on a normal distribution curve. Students compete
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against each other on this type of assessment. According to Huitt (1996), “Many
educators and members of the public fail to grasp the distinctions between criterion-
referenced and norm-referenced testing. It is common to hear the two types of testing
referred to as if they serve the same purposes, or shared the same” (p. 1). Norm-
Referenced tests (l-luitt, 1996):
Rank each student with respect to the achievement of others in broad areas of
knowledge in an effort to discriminate between high and low achievers. The test
measures broad skill areas sampled from a variety of textbooks, syllabi, and the
judgments of curriculum experts. Each skill is usually tested by less than four
items. Items vary in difficulty. Each individual is compared with other examinees
and assigned a score usually expressed as a percentile, a grade equivalent score,
or a stanine. Student achievement is reported for broad skill areas, although some
norm-referenced tests do report student achievement for individual skills. (p. 4)
Educational psychologist Bloom (1971) developed a tool to aid educators’ use
testing students’ knowledge ability. Bloom describes the knowledge system as varying
on a scale from low to high to include: (a) Knowledge, (b) comprehension, (c)
application, (d) analysis, (e) synthesis, (f) evaluation, and (g) disposition. According to
Bloom, knowledge is the ability to recognize or identify facts, ideas, opinions or other
information that the individual has been exposed to at one time or another.
Knowledge allows for the individual to develop the correct response to a multipk
choice or essay question formulated by a teacher (e.g., What did Y say?).
Comprehension is the ability for an individual to understand and provide an
explanation about the fact, opinion or other piece of information in their own words. The
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individual should also be able to demonstrate their understanding of the idea via a
similar situation (e.g., What is the rationale behind the author saying X?).
Application is the ability to utilize knowledge in other ways, to include, problem-
solving (e.g., Using this scenario, please provide a different situation whereby knowledge
applied in the scenario can be used in a different situation).
An analysis is the ability for individuals to break down or deconstruct a
knowledge system into interrelated parts in an effort to demonstrate interactive
relationships or meanings. The individual should be able to identify various meanings or
an issue to look at relationships in order to comprehend underlying meanings (e.g., What
is the relationship between A and B?).
Synthesis is a counterpart of constructivism and the ability to develop a new idea
based on what is provided and other informational pieces from previous knowledge or
related experiences. The individual will need to be able to see or develop a new meaning
based on the given idea (e.g., What is the lesson to be learned from this?).
Evaluation is the ability to identi& elements of a knowledge system that serve as
rules or criteria to enable an individual to make a comparison between objects so as to
judge the worth or value of the objects (e.g., Evaluate the relationship between Y and Zj.
Disposition is the idea of coming to terms with reality and wanting to overcome
difficulties to accomplish equitable things (e.g., Based on X, how would you resolve the
problem?).
As a result, in order to ensure learning objectives, each test should be designed by
the Bloom format. Since the Regents’ exam is a norm-referenced test based on
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competency, versus specific learning outcomes, it does not appear that such an exam is
conducive to Blooms Taxonomy.
Exam Importance and Test Anxiety
There is evidence to support the idea that the weight or importance of exam has a
significant effect on student exam success. As such, the mere idea of the importance of
the exam can also trigger anxiety. Test anxiety can also contribute to a student’s success
on an exam. Test anxiety, as described Mandler and Sarason (1952) is a “psychological
condition in which a person experiences distress before, during, or after a test or other
assessment to such an extent that this anxiety causes poor performance or interferes with
normal learning” (p. 1).
According to Berg (as cited by Strauss, 2004), ,a clinical psychologist at the
Longbrake Student Weilness Center at the College of Wooster in Ohio, “Test anxiety is
one aspect of ‘evaluation anxiety, ‘in which mental and physical reactions are triggered in
some people when they are being judged” (p. 1). Campbell (as cited by Strauss, 2004),
Director of Assessment and Research for the Rockingham County school district in North
Carolina, suggests that:
For some students, the effects of anxiety are so great that they can’t complete
standardized tests. . . What I am seeing is that there are increased instances of
kids crying during the test. . * or becoming ill . . . Or they have to go to the
restroom more. And to me, those are symptoms of test anxiety. (p. 3)
As a result, it can be concluded that some students sitting for the Regents’ exam
experience test anxiety, which can contribute to their success on the exam.
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Academic Merit
A student’s prior academic history can also contribute to his/her additional
academic performance, to include success on standardized exams. According to Anaya
(1999), academic grades, which are based on a student’s academic work history, can
affect his/her ability to perform well on standardized exams. This study consisted of:
A direct comparison of three learning indicators: college grade-point average, student
reported growth (Verbal and Quantitative), and GRE scores (Verbal, Quantitative, and
Composite). . (are provided). Further, this paper provides evidence suggesting that (a)
student-reported cognitive growth survey items have a modest relative validity, (b) the
attenuation associated with the use of residual gain scores does not invalidate their use,
and (c) comparable results are obtained when using the college GPA and standardized
test scores. It is concluded that the alternate measures can be used as proxies for more
direct measures of learning. (p. 1)
In another study conducted by Credé and Kuncel (2008), study habits, skills as
well as attitude constructs were determined to affect standardized test success. The
authors suggest that the study:
Demonstrates that study skills, study habits, study attitudes, and study motivation
exhibit relationships with academic performance that are approximately as strong
as the relationship between academic performance and the two most frequently
used predictors of academic performance: prior academic performance and scores
on admissions tests. (p. 1)
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As a result of the aforementioned studies, it can be concluded that academic merit,
such as a student’s grading history, to include study habits and skills, can contribute to
factor to his/her exam success.
College Financing as well as Socioeconomic Status
The need to identify college financing options can create undue stress to students
which in turn, can influence their academic success. Most of the students who struggle
with this issue are students of low socioeconomic status (SES). There is much evidence
to support that SES also contributes to a student’s academic achievement. Hess and
Shipman (1965) contend that there is a high correlation between a student’s achievement
and their families SES. Fitzsimmons (as cited in Rimer, 2008), the dean of admissions
and financial aid at Harvard, suggests that:
There has been longstanding debate and concern about the impact of standardized
testing on socioeconomically disadvantaged students. . . (There should be an) en
to the use of ‘cut scores’ to determine who qualifies for National Merit and other
scholarships. The practice means that one student is rewarded while excluding
another who’s SAT score may be only a single point lower. What that single
point differential fails to take into account is the context: The two students may
have ‘lived entirely different lives, had entirely different educational opportunitie:
and entirely different access to test prep.’ (p. 1)
According to Persaud (personal communication, 2008), SES is a major
contributor to student performance. Concurrently, Croizet and Dutrevis (2004) assert
that:
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Students from low socioeconomic backgrounds perform worse on standardized
tests than other students. Two experiments investigated whether the testing
situation per se contributes to the relationship between social class and intellectual
achievement. . . In the first study, students from low social class and took a GRE-
like test that was described either a diagnostic or not of intellectual ability...
When the test was described as a measure of intellectual ability, the low SES
participants performed worse than the high SES participants. However, when the
identical test was presented as non-diagnostic of intellectual ability, the low SES
participants scored as high as their SES peers.
The results of the study demonstrated that a standard testing situation substantially
interferes with the performance of low SES students and as a result there is a contingency
of the test score gap between social classes (Croizet & Dutrevis, 2004). As this study
suggests, participants taking a university-level exam, with low SES, did not perform as
well as those participants with a higher SES. Since the GRE, SAT, ACT and the like, all
are designed to measure a student’s reading comprehension and writing ability as the
Regents’ Examination, such exams are comparable. As a result, it can be concluded that
students with low SES will not perform or in most cases successfully pass to the Regents’
Examination, at least as a first time examinee, as their high SES peers.
According to the College Board (2002, as cited in Croizet & Dutrevis, 2004),
there is evidence from SAT data that demonstrate that a student taking the SAT can
expect to score an extra thirty points for every $10,000 in his/her family yearly income
(Croizet & Dutrevis, 2004). Similarly, there is also evidence to support that “parents”
education alone explained more than 50% of the variation in SAT scores. According to
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Sacks (2000, as cited in Croizet & Dutrevis, 2004), the relationship between SES and
standardized test scores is so prevalent that one can label it as the “Volvo effect,” or the
ability to make a good guess about a student’s standardized test scores simply by
knowing how many degrees his/her parents have and what kind of car they drive.
Further, Carter (1999) states:
For over 40 years, SAT scores have been positively correlated with family income
the SAT appears biased against the poor in the sense that the poor tend to
score lower and therefore will be less likely to be admitted to the college of their
choice.. . However, as is the case with African-American applicants, the test
scores may have less predictive validity for the poor. (p. 1)
Table 6 depicts this disparity.
Table 6
Description ofSocioeconomic Status and SAT Scores
Family Income Average SAT Score
$30-$40K 885
$50 - $60K 929
$70K 1000
Thus, it is evident to suggest that SES (which can include college financing) plays
a significant role in the success of students on the Regents’ and other exams.
Summary
This chapter provided an overview of the literature reviewed in this study. Such
topics as states with exams similar to that of the Regents’ exam, college university
leadership, college/university admission requirements, the Georgia Board of Regents’
courses content, types of tests, exam importance and test anxiety, academic merit, and




It was proposed to investigate the success rate of students passing the Regents’
Exam (dependent variable) and whether or not such independent variables as age-groups,
gender, ethnicity, college type, college financing, college classification, student
perception of the predictive strength of the college university leadership, student
perception of the predictive strength of the college university admissions criteria, student
perception of the extent to which their prior academic performance contributed to their
success on the Regents’ exam, student perception of the extent to which their course
work leading to the Regents’ exam contributed to their success on the Regents’ exam,
student perception on exam importance weight, student perception of the extent to which
the Regents’ course instructor qualifications contributed to their success on the Regents’
exam, student perception of the extent to which the Regents’ course(s) contributed to
their success on the Regents’ exam, student perception of the extent to which test anxiety
contributed to their success on the Regents’ exam, and student perception of the extent to
which the testing environment contributed to their success on the Regents’ exam can
influence the outcome or dependent variable in this study. The variables are outlined in










Student perception of the extent to which their prior
academic performance (Academic Merit) contributed to
their success on the Regents’ Exam
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Exam
Student perception of the extent to which test anxiety
contributed to their success on the Regent’s Exam
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Age group is defined as the age range of a student (Question Item #1).
Gender is defined as the sex of the student (Question Item #2).
Ethnicity is defined as the race and ethnic background of a student (Question
Item #3).
College type is defined as the type of institution the student is attending. This car
be either a 2- or 4-year institution (Question Item #5).
College classification is defined as the degree the student is working towards as
well as the number of credit hours a student has earned (Question Items #4, #7).
College financing is defined as the student’s financial options used to finance
his/her education (Question Item #6).
Student perception of the extent to which their prior academic performance
(Academic Merit) contributed to their success on the Regents’ Exam is defined as the
prior academic history (or merit) of a student to include averaged scores in all grade
levels (grade point average) as well as actual recorded performance (Question Items #8,
#14).
Student perception of the predictive strength of the college/university
leadership is defined as the governance of the faculty, staff and student body in an effort
to raise the high probability that these individuals will accomplish both individual and
institutional goals (M. Norman, personal communication, 2009). Such leadership
provides assistance in the administration of the exam, to include notifying students of
their score results, reporting of student scores to the Regents’ exam coordinators and
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determining which courses should be incorporated into the institution’s core curriculum
and the time frame associated with the course. This leadership is also responsible for the
administration and determination of which faculty will instruct which course (e.g.
Regents’ Course), which faculty will proctor exams (e.g. Regents’ exam), the frequency
of student’s registering for specific courses (e.g. Regents’ courses), and is ultimately
responsible for the visible announcements or other communicative measures concerning
the exam, preparatory courses, tutorial sessions, seminars as well as student success on
the Regents’ exam (Question Items #12, #17, #18).
Student perception of the predictive strength of the admissions criteria is
defined as the criteria used by colleges/universities to admit students into the institution.
Such criterion is often used by college/university leadership to predict student academic
success, to include success on the Regents’ Exam (Question Item #13).
Student perception of the extent to which their course work leading to the
Regents’ Exam contributed to their success on the Regents’ Exam is defined as the
courses the student completed prior to taking the exam (Question Item #15).
Student perception on exam importance/weight is defined as how meaningful
or significant the Regents’ exam is to the students taking the exam (Question Item #16).
Student perception of the extent to which the Regents’ Course Instructor
Qualifications contributed to their success on the Regents’ Exam is defined as the
qualifications necessary for a faculty member, at the respective institution, to reasonably
instruct a Regents’ skills course. Such qualifications can influence instruction and
thereby influence student performance on the exam (Question Item #17, Observation
Protocol).
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Student perception of the extent to which the Regents’ Course contributed to
their success on the Regents’ Exam is defined as the content or material used to
conduct and instruct the Regents’ skills courses (Question Item #18; Observation
Protocol).
Student perception of the extent to which test anxiety contributed to their
success on the Regents’ Exam is defined as a psychological condition in which a person
experiences distress before, during, or after a test or other assessment to such an extent
that this anxiety causes poor performance or interferes with normal learning (Mandler &
Sarason, 1952) (Question Item #19).
Student perception of the extent to which the testing environment
contributed to their success on the Regents’ Exam is defined as the atmosphere of the
testing area or conditions of the test at the time of the exam. This includes the time-limit
associated with the exam, test location (e.g. on or off campus), room temperature, room
distractions (e.g. noises, odors, sounds, people walking around, etc.) (Question Item #20).
Dependent Variable
Success rate of students passing the Regents’ Exam is defined as whether or
not a student has acquired the sufficient score to pass the exam. The success rate on the
Regents’ Exam influences whether or not a student is required to register for the Regents’
Skill Courses each semester following the exam (at respective institutions) as well as the
number of times a student is required to take the exam (Question Items #9, #11).
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Interrelationships among the Identified Variables
It was proposed that success rate of students passing the Regents’ Exam may be
influenced by the college/university leadership. The Getzel and Guba (1957) social
system model states that the leader as a planner has options about followers’ participation
on two dimensions, the normative (nomothetic the rules and regulations developed by
the organization) and individual (idiographic—the relationships, values and dispositions
of an organization) need levels.
A college/university leader is faced with the tremendous challenge of leading a
very complex organization, one in which he she is mostly accountable for financial
resources and performance. If his/her institution does not perform well in all aspects, to
especially include academic as well as athletic measures, then the economic state of the
institution is at jeopardy. As such, the leader may attempt to solidi& his/her position as
an authoritarian leader. The Getzel and Guba (1957) theory demonstrates the use and
ineffectiveness of authoritarian leadership. Authoritarian leaders tend to focus more on
the institutional or organizational goals, versus recognizing the needs of his/her
followers. As a result, the leader (college university administrator) might ignore the
followers’ (professors, students and other staff members) personality, capability and
needs, which would allow for inappropriate tasks to be assigned, not meeting the
followers’ capabilities and intentions (G. Persaud, personal communication, March
2009).
On the other hand, if the leader (college/university administrator) organized and
designed the task by engaging the followers in the task development as it coincides with
the goals of the organization, then the tasks would be in-line with the followers’
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personality, capability and needs. This method would allow for the applications of both
the human relations model as well as the concentration on the high task and high
initiation on the Blake and Mouton Managerial Grid (G. Persaud, personal
communication, March 2009). In a human resource model each organizational level
decides needs, which allows for a better opportunity to increase production. Individual
people cannot perform all functions to meet all needs; therefore, division of labor is
necessary for increased productivity. Decision power is not necessarily hierarchical, but
integrated and interactive towards goals. Role functions are not fixed, but adjusted based
on the research of needs. Institutional policy makers must integrate with managerial and
teclmical in decision-making in terms of customer service and achieving institutional
goals. For example, tasks for followers (professors, students and other staff members)
would be assigned according to their skills and abilities, supporting the need to self-
actualize, which would be preceded by physiological, safety, social and self esteem
needs, as described by Maslow, 1943 in his Hierarchy of Needs, as well as Hertzberg’s
1963 Two-factor theory, and Vrooms’ Expectancy theory of 1964 (Luenburg & Ornstein,
2008).
Maslow’s’ Hierarchy of Needs is a motivation theory that states that individuals
have certain levels of needs that each must be adhered to before next level of needs can
be addressed (Luenburg & Omstein, 2008). The needs are: (a) Physiological, (b)
Safety/Security, (c) Social, (d) Self-Esteem, and (e) Self-Actualization. Hertzberg’s’
(1968) Two-Factor theory is another type of motivational theory that suggests that
individuals have two types of needs: (a) Hygiene and (b) Motivators. Hygiene needs arc
those things that we need to survive, such as physiological and safety things. These
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things are extrinsic in nature and might also include a salary and benefits on job.
Motivators are intrinsic things that keep you moving forward, such as social, self-esteem
and self-actualization needs. These things might also include accolades, promotions or
formal recognition for tasks well done.
The expectancy theory as defined by Vroom (as cited in Luenburg & Omstein,
2008) suggests that if a person is assigned a task that he/she is capable of accomplishing,
then he/she would excel. If the individual is rewarded for excelling at his/her task, then
he/she would be motivated to continue to work towards the tasks and other tasks due to
them receiving their desired outcome and being rewarded for it (G. Persaud, personal
communication, March 2009). Thus, an authoritarian leadership at the college/university
could explain the success rates of student standardized exam performance. Concurrently,
a college/university leader’s human relations ability may also explain the phenomena.
College/University admission criteria, which determines the type of students
admitted into the school, can also be a contributing factor in student success on the
Regents’ exam. If a college/university requires a certain grade point average (as a result
of a student’s academic merit) and a certain standardized exam score, in addition to other
supplemental requirements, the college university will receive a certain type of student.
As a result, based on this student’s proven ability in prior course work leading to the
exam as well as prior standardized exams, the college university can make a reasonable
assumption as to how the student should perform on the Regents’ exam and thus
determine whether or not he she is the type of student the school desires. Concurrently, a
student’s academic merit can also be a contributing factor because it is this prior
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academic history that also influences a college university admissions team decision about
accepting this particular student.
The Regents’ course instructor qualifications as well as the Regents’ course(s) car
both play a significant role in a student’s success on the Regents’ exam. If the instructor
is not qualified to instruct a skills course concerning the Regents’ exam, then a student
success rate will be in jeopardy. Similarly, if the course is designed to assist students in
their area of deficiency (reading and/or writing), in an effort to increase the likelihood of
the students successfully passing the exam, then if after taking the course, students are
still not passing the exam, the course content itself may be an issue. Further, in addition
to assisting students in their area of deficiency, the course should also provide the
students with the tools needed to not only pass the exam, but to use such tools outside of
the course and exam.
Testing Environment, or atmosphere of the testing area at the time of the exam,
can also be a contributing factor to student success on the exam. Since most of the
students sitting for the exam are in a room with other students sitting for the exam, there
is a high probability that there can be a number of distractions within the testing area thaL
can greatly influence a student’s concentration and in turn heighten anxiety. Similarly,
test anxiety can also be a contributing factor to student exam success. Test anxiety, as
described Mandler and Sarason (1952), is a “psychological condition in which a person
experiences distress before, during, or after a test or other assessment to such an extent
that this anxiety causes poor performance or interferes with normal learning” (p. 1).
As a result, it can be concluded that some students sitting for the Regents’ exam
experience test anxiety, which can influence their success on the exam. Further, the
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exam’s importance and weight can also ignite anxiety, which can in turn influence a
student’s success on the exam.
The sex, age and ethnicity of a student may also influence his/her success rate on
the exam. It may be concluded that males perform better on standardized exams versus
females. Similarly, younger students may have a higher success rate than older students
because of their proximity to school and testing. It may also be concluded that, based on
prior educational exposure and cultural biases, Caucasian and Asian students perform
better than African-American and Hispanic students. The type of college the student is
attending and college classification may also influence his/her success rate. Students
attending 4-year institutions may have a more successful exam performance than students
attending a 2-year institution or vice versa. Similarly, students who have acquired 30+
hours may have a higher exam success rate than students who have only acquired 15+
hours. Finally, a student’s college financing can have a tremendous effect on his/her
Regents’ exam success. Since the ability to be able to finance something as valuable as
education can create undue stress onto a student, it can be concluded that such stress can
in turn contribute to a student’s achievement in his/her course work as well as a major
exams, such as the Regents’ exam.
Research Questions
RQ 1: What is the age-group of the college/university students?
RQ2: What is the gender of the college university students?
RQ3: What is the ethnicity of the college university students?
RQ4: What is the college type of the college/university students?
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RQ5: What is the college financing of the college/university students?
RQ6: What is the college classification of the college/university students?
RQ7: How do college university students describe their success rate on the
Regents’ exam and what is their perception of the extent to which their
prior academic performance contributed to their success on the Regents
Exam?
RQ8: How do college/university students perceive the predictive strength of
the college/university leadership?
RQ9: How do college/university students describe their success rate on the
Regents’ exam and what is their perception on the predictive strength of
the college/university admission requirements?
RQIO: How do college university students describe their success rate on the
Regents’ exam and what is their perception of the extent to which their
course work leading to the Regents’ Exam contributed to their success on
the Regents Exam?
RQ I I: How do college university students describe their success rate on the
Regents’ exam and what is their perception of the importance/weight of
the exam?
RQ12: How do college university students describe their success rate on the
Regents’ exam and what is their perception of the extent to which the
Regents’ Course instructor qualifications contributed to their success on
the Regents Exam?
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RQ 13: How do college university students describe their success rate on the
Regents’ exam and what is their perception of the extent to which the
Regents’ courses contributed to their success on the Regents Exam?
RQI4: How do college/university students describe their success rate on the
Regents’ exam and what is their perception of the extent to which test
anxiety contributed to their success on the Regents Exam?
RQ15: How do college/university students describe their success rate on the
Regents’ exam and what is their perception of the extent to which the
testing environment contributed to their success on the Regents Exam?
Summary
This chapter provided the theoretical framework of the study. It was proposed to
investigate the success rate of students passing the Regents’ Exam (dependent variable)
and whether or not such independent variables as age-groups, gender, ethnicity, college
type, college financing, college classification, student perception of the predictive
strength of the college/university leadership, student perception of the predictive strength
of the college university admissions criteria, student perception of the extent to which
their prior academic performance contributed to their success on the Regents’ exam,
student perception of the extent to which their course work leading to the Regents’ exam
contributed to their success on the Regents’ exam, student perception on exam
importance/weight, student perception of the extent to which the Regents’ course
instructor qualifications contributed to their success on the Regents’ exam, student
perception of the extent to which the Regents’ course(s) contributed to their success on
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the Regents’ exam, student perception of the extent to which test anxiety contributed to
their success on the Regents’ exam, and student perception of the extent to which the
testing environment contributed to their success on the Regents’ exam can influence the
outcome or dependent variable in this study. This study included data at one 4-year
university and two 2-year colleges. This chapter also included the proposed relationship
between the dependent and independent variables, definition of variables, the
interrelationships among the identified variables, and the research questions.
CHAPTER IV
METHODOLOGY
Permission to Conduct the Study and the Protection
of the Human Subjects
The selected college/universities were contacted to request permission for the
author of this study to review the student performance data within the respective
institutions as the researcher is a State of Georgia employee. In terms of the study of
human subjects, the names of the institutions were not mentioned to ensure anonymity of
the Board of Regents’ system, the colleges universities, and individual students and
faculty members. Faculty members and students were not identified since they did not
have to state their names, and since the data were analyzed only as group data. Faculty
members and students were informed that they could withdraw at any time. Benefits to
the students, faculty members and the University System are expected in terms of
identifying strategies that might positively influence students’ success on the Regents’
exam. A description of the rationale for conducting the study, research design, sampling
method and criteria, instrument employed, and limitations/delimitations are presented in
this chapter (Kools, 2010).
5—
Rationale for Conducting this Study as a Phenomenological Study
The purpose of this phenomenological study was to investigate the variables that
may explain student success on the Regents’ exam. Based on the phenomenological
methodological study, the researcher was able to primarily study individuals (students),
as the most affected actors regarding the administration and deliverance of the Regents’
exam. A phenomenological study is one in which:
The researcher relies primarily on interview as data. Conducting interviews
seems less intrusive on the natural setting. Phenomenology is a school of thought
that emphasizes a focus on peoples subjective experiences and interpretations of
the world. That is, the phenomenologist wants to understand how the world
appears to others. (E. Williams, Personal Communication, 2010)
Due to the nature of this study, this particular methodology was the most
appropriate technique. Qualitative data were utilized via observations and the completior
of individual interviews. The researcher observed students preparing for the Regents
Exam in a Regents course, at two 2-year colleges. The researcher created and asked
students to complete a questionnaire containing questions about their experience on the
Regents exam. The researcher also requested participation from select students in an
interview setting. Interviews and observations were less intrusive on the natural setting




A descriptive design was used to address the 15 research questions/objectives as
well as to provide the investigator the opportunity to determine what is or what exists as
it pertains to the topic investigated (Gall, Borg, & Gall, 1996). Glass and Hopkins (1996
suggest that survey research is regarded as one of the most important methods of
measurement in applied social science. The authors suggest further that in experimental
studies, the researcher describes data collected from respondents without manipulating
any variables. As such, based on the nature of this study, it follows that this type of
design was the most appropriate.
The researcher, who was the primary investigator, followed all ethical protocols’
for data collection. The researcher completed and submitted an application to the
Institutional Review Board (IRB) at each of the three institutions as well as Clark Atlanta
University and received exemption approval. The study was granted exempt approval
status at each of the institutions.
The researcher also completed and received a certificate from the Collaborative
Institutional Training Initiative (CITI) Program at Clark Atlanta University. Upon IRB
approval, unless the institution arranged and coordinated the site and observation visit,
the researcher contacted the departmental chair person (andlor respective professors) at
each of the respective Humanities Arts and Sciences Department, provided a copy of the
IRB approval, cover sheet (Appendix A) and informed consent document (Appendix B)
and requested to disseminate the questionnaire to students registered for one session of
the Regents’ Skills Course (RGTR 1098). Additionally, the researcher also requested to
observe one session of the Regents’ Skills Course (RGTR 1098). Since both the student
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and faculty member permission was required to observe a course session, and if such
permission was not granted, the researcher requested to only proceed with the
questionnaire dissemination.
In addition to requesting to disseminate and observe a course session, the
researcher also gave the professors the option of disseminating the documents
(Appendices A and B) to their students. This allowed the students to either contact the
researcher directly or complete the questionnaire electronically via survey monkey. See
Appendix C for a sample of the email message. If the researcher did not receive
permission from respective faculty members to observe or disseminate the questionnaire.
the researcher obtained a copy of the course session schedules and appeared at the
designated location before and after the scheduled class time to request student
participation. Students either completed the questionnaire in hard-copy form or requestec
to complete it via the survey monkey instrument. A cover sheet (Appendix A) and
informed consent document (Appendix B) was provided to each of the participants.
The researcher reviewed the Regents’ course description for each of the
respective institutions, visited each respective institution’s website, reviewed academic
catalogs and class schedules, syllabi (where available) as well as the respective course
policy as it relates to the Regents’ exam. These documents helped the researcher to
determine how the Regents’ exam content is incorporated into the course as well as
policy. The research consisted of the deliverance of an individual questionnaire to be
completed by the students in two formats as well as course observations (if permitted).
The individual questionnaire was disseminated to students in hard-copy format as well a≥
electronically via the survey monkey instrument. Data were collected on selected
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demographic variables to control for bias in the perceptions of the respondents. Results
from both the interviews and questionnaires were compiled qualitatively as well as via a
basic tabulation, quantitative analysis.
Sampling Method and Criteria
The sample was based on the criteria of students from one 4-year university and
two 2-year colleges enrolled in one session of the Regents’ testing courses (RGTR 1098’I.
Approximately 25 students from each institution were projected to participate in this
study. The researcher observed students in three sessions of the Regents’ course. Two
sessions were held at the local 2-year college and one session was held at the regional 2-
year college. The researcher also conducted a 20-item questionnaire at each respective
institution.
Although the study was approved as exempt status and consent signature forms
were not required in the study, to ensure this process was ethical, a cover letter and
informed consent document that explained the purpose of the study and the procedures to
follow was provided to each questionnaire participant. The researcher indicated that the
questionnaire took an approximate time of 15-20 minutes to complete. The researcher
contacted a student from the 4-year university and arranged for the student to disseminate
a hard or soft copy of the questionnaire to her respective classmates. Upon completion
the questionnaires, the student scanned and forwarded the completed questionnaires back
to the researcher via email.
The researcher disseminated questionnaires and conducted interviews and
observations during the period of November 2010 until February 2011. The researcher
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observed the participants, at two particular institutions, during a course lecture. The
researcher remained as unobtrusive as possible when observing classes and scheduled
interviews at times that were convenient to the participants. To ensure anonymity, the
data was not attributed to any specific person or institution. Table 7 provides information
on the data collection by site location.
Table 7
Data Collection by Site Location
2-Year Local 2-Year Regional 4-Year
Method College College University
Documents Website Website Website
Academic Catalog Academic Catalog Academic Catalog
Course Descriptions Course Descriptions Course Descriptions
Class Schedules Exam Policy Exam Policy
Class Schedules Class Schedules
Observations Two classroom One classroom None
observations of one observation of the
Regents’ Reading Regents’ Reading
and one Regents’ Course
Writing Courses




A questionnaire consisting of 20 question items was the instrument used to survey
the target population (Appendix D). The instrument was designed to be used in either
hard-copy form as well as electronically via survey monkey. Demographic information
pertaining to the respondents was gathered during this research and is captured on the
first section of the questionnaire. The demographic information of interest to the
researcher included questions regarding age, gender, race, education, type of
college/university attending, college financing, college classification and grade point
average.
The instrument contains a Liken-type scale ranging from definitely to did/did not
The instrument was designed to allow the respondents to rate the degree to which they
felt the responses relating to the specific research questions were aligned to their
respective opinions, which is captured on the questionnaire. Brace (2004) refers to a
Liken scale as an “agree-disagree” scale. Kools (2010) suggests that:
The benefit of employing a Liken-type scale in the research is that most everyonc
who has taken a survey is familiar with this type of rating scale. Moreover, this
type of scale provides a series of attitude dimensions, which enables respondents
to use a point rating to identify how strongly they agree or disagree to each
dimension. (p. 59)
The questionnaire was color-coded by institution to ensure responses were
received by each group. Participants answered question items 12-20 in two different
formats. One format was devised to obtain basic quantitative data related to the
objectives of this research. To gather qualitative data pertaining to the objectives of this
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research, the second format was constructed as open-ended questions for the participants
to answer. The second format was included following the initial section of the research
instrument and was used as interview (open-ended) questions, but only a select number of
questionnaire respondents participated in this section of the instrument. The instrument
measured the dimensions of the theoretical framework. Each dimension was defined and
items were selected to match the dimensions. The instrument was validated by a subject
matter expert at one of the institutions used in the study.
Trustworthiness
The data collected by the researcher are not valuable unless it can be trusted to be
both valid as well as reliable. This study was designed in a way to maximize both
internal and external validity as well as reliability, which in turn, maximizes
trustworthiness. Internal validity (Mwerriam, 1998), which concerns the question of how
research findings match reality was enhanced by the use of triangulation (Nelson, 2010).
Based on the researcher’s use of multiple sources of data including document analysis,
interviews, observations, and a questionnaire, triangulation was applied. According to
Patton (2002), this approach reduces the vulnerability to errors linked to the use of a
single method and provides cross-data validity checks (Nelson, 2010). Merriam (1998)
suggests that external validity involves generalizability or the extent to which the findings
of one study can be applied to other situations. The researcher’s ability to sample three
versus one site enhanced the external validity because it allowed the results to be applied
to a greater range of other situations.
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LimitationsIDelimitations
Since the researcher was relying on a small segment of a much larger population,
the ability to draw descriptive or inferential conclusions from the sample data about a
larger group may be an external validity limitation. The fact that three of the four
research universities were exempted from participating in the Regents’ Exam precluded a
broader relationship of data across the various types of institutions, which is also a
limitation. Another limitation is the use of Regents’ course students versus all the
students at the respective institutions. The time limit associated with the study could be a
possible limitation. Based on the number of participants and institutions utilized in the
study, the researcher-conducted interviews, observations and questionnaires are also
possible limitations.
Additionally, since this was a phenomenological study, the findings should not be
generalized beyond students with similar demographic data and educational levels. Othci
limitations were the faculty and student’s biases and willingness to participate in this
study. This study is delimited by responses obtained from one 4-year university and two
2-year colleges and can only be generalized to similar public college and university
institutions. This study’s focus and research questions can also be possible delimitations
for this study.
Validity and Reliability
The researcher used member-checking, peer calibration and peer review to ensure
both validity as well as reliability. After interviews were conducted, the researcher
transcribed the interviews verbatim and then sent them to the participants for member-
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checking via e-mail. Participants then made changes by adding, deleting, or editing
sentences in order to better capture their personal experiences and meaning. Participants
sent back written artifacts via e-mail. After the data were compiled, the researcher
calibrated with a peer to devise agreed upon coded categories for the study. The peer
also reviewed other aspects of the researcher’s study for accuracy and appropriateness.
The triangulation of data sources, document review, observations, interviews, and a
questionnaire allowed the researcher to compare what the participants stated with how
they actually performed (Nelson, 2010).
Summary
This chapter provided information as it related to the methodology of the study.
The purpose of this phenomenological study was to investigate the variables that may
explain student success on the Regents’ exam. The researcher observed students
preparing for the Regents Exam in a Regents course at two 2-year colleges. A descriptive
design was used to address the 15 research questions objectives as well as to provide the
investigator the opportunity to determine what is or what exists as it pertains to the topic
investigated (Gall, Borg, & Gall, 1996). The sample was based on the criteria of students
from one 4-year university and two 2-year colleges enrolled in one session of the
Regents’ testing courses (RGTR 1098). A questionnaire consisting of 20 question items
was the instrument used to survey the target population. Trustworthiness, limitations!




All data obtained from the respondents regarding the study’s research objectives
were entered by the researcher into a Microsoft® Office Excel® 2007 spreadsheet as well
as a Microsoft® Office Word® 2007 document. Responses were coded for qualitative
research analysis. All responses remained anonymous and neither responses nor data
were associated with any institution or individual student. This chapter provides an
overview of the findings of this research derived through qualitative as analysis.
This phenomenological research study consisted of a basic descriptive and
interpretive approach, which afforded the researcher with the opportunity to construct
questions, to gather information and develop an understanding of the participants’
perceptions regarding the Regents’ exam. The data collected in this study were analyzed
using both the traditional format and inductive data analysis in the form of interviews as
well as observations. According to Schostak (2008), the traditional approach to
qualitative analysis establishes:
A description of the processes and procedures undertaken to assure the quality
and acceptability of the data according to some ‘scientific’ methodology, the
findings that have been obtained, the contribution to ‘knowledge’ made by the
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research and the conclusions and recommendations that then may be drawn from
the findings. (p. 1)
The general inductive approach provides a convenient and efficient way of
analyzing qualitative data for a variety of research purposes (Thomas, 2003). With this
approach, for the interviews, the researcher used the individual sentence as the unit of
data analysis. The researcher examined the sentences in the interviews (for all interview
participants) and artifacts for reoccurring concepts or ideas that were captured using
researcher-constructed categories. The researcher did not record either of the three
classroom observations. Instead, the researcher took notes, compared activities and
interactions between the two observations and recorded the detail information.
Observations
Adler and Adler (1994, as cited in Kools, 2010) suggest that direct observation,
when added onto other research yielding depth and or breadth, enhances consistency and
validity. As such, for the purposes of this study, the researcher was able to observe three
course lectures at two respective 2-year institutions. These observations were used to
assist the researcher with developing an understanding of the distinctive context of each
institution as well as the course. The observations revealed to the researcher, first-hand
knowledge of the Regents’ course instructors deliverance of the course material as well
as the interaction of the instructor with students. The researcher did not record any of the
course observations, but instead jotted notes accordingly and after the class, responded to
the questions presented on the established protocol (Appendix E). All documents related
to both the observations as well as the interviews, including notes, are kept in a secured
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file cabinet inside the researcher’s home. Per Clark Atlanta University’s IRB policy, the
documents will be kept for three years after the successful close-out of the project.
The course observations were used primarily to substantiate the following
research questions:
RQI2: How do college university students describe their success rate on the
Regents’ exam and what is their perception of the extent to which the
Regents’ Course instructor qualifications contributed to their success on
the Regents Exam?
RQI3: How do college university students describe their success rate on the
Regents’ exam and what is their perception of the extent to which the
Regents’ courses contributed to their success on the Regents Exam?
The 2-year regional institution was visited first. At this visit, the researcher was
able to observe the last 45 minutes (of a 2-hour and 50-minute course) of the class sessior
for the Regents’ Reading Skills Course. After arriving at the class, the researcher was
immediately introduced and the professor informed the class of the researcher’s purpose.
The researcher was allowed to provide an introduction and request students to complete
the questionnaire. Based on the observation protocol (Appendix E) and after each session
of the observed courses, the researcher responded to each of the five questions. The
environment was very healthy and conducive for learning. The classroom appeared to be
equipped with the latest technological resources, including a projector and white, dry
erase board, that the professor had provided some information related to vocabulary on it.
The classroom contained long desks where two to three students sat at each desk. There
were six of these desks arranged in two rows on either side of the room. The students
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appeared to be very engaged with the instructor. None of the students had any visible
laptops, but appeared to be diligently taking notes and participating in the instructional
process. The instructor was very energetic and lively, which appeared to have a positive
effect on her students. A copy of the syllabi was not available, but the researcher was
able to deduce that the instructor was going over a lesson concerning vocabulary
development and understanding vocabulary in context. Based on the professor’s lesson
and class discussion concerning vocabulary development and vocabulary in context, it
also appeared that what is being taught in the course is aligned to the course description.
which is intended to “ensure that all graduates. . . posses certain minimum skills in
reading comprehension. . * critical thinking and the following four major aspects are
emphasized: vocabulary in context, inferential and literal comprehension, and analysis”
(USG, Regents’ Testing Program, 2008, p. 1). Although, during the 45-minute
observation time, the researcher did not witness the instructor specifically addressing
information concerning the exam, it was evident that the lesson content was very relevant
to the exam, and in turn, relevant to the student’s success rate on the exam.
The 2-year local institution was the researcher’s final visit. This visit was
arranged and coordinated by the Institutional Research and Effectiveness Department (at
the institution) that granted the research approval. The department arranged for the
researcher to visit two course sessions. The first course session was for the Regents’
Writing course. The researcher first met with the chair of the Institutional Research!
Review Board who actually walked the researcher over to the classroom whereby the
course was to be held. The course was scheduled to begin at 11:00 a.m. and end at 12:20
p.m. The chair and the researcher were greeted by the professor of the course. To remair
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as unobtrusive as possible, the professor and the researcher agreed that an introduction to
the class would not be made until approxiamately 15 minutes before the class was
scheduled to end. Based on the observation protocol (Appendix E) and after each session
of the observed courses, the researcher responded to each of the five questions. The
classroom environment was very controlled by the professor; the students were very
respectflul of each other as well as of the professor. As a result, it appeared that the
environment was very healthy and conducive for learning. The classroom was somewhat
modernized. There were two white boards. One was located in the front of the room and
contained numerical equations, as if the preceding class was a math class. The other
white board was located on the side of the room and was free from any markings. There
were seven rows of individual student desks with five seats in each row. The students
appeared to be very engaged with the professor as well as the classroom discussion. The
professor allowed each student to participate in the course lesson orally, which also re
emphasized the student’s engagement. The class was filled with a diverse population, to
include the professor as well as the students. Yet, the professor continued to encourage
participation of all students in classroom discussions as well as oral class assignments.
The students were not only engaged with the professor, but they were also very engaged
with each other. The professor maintained control of the class, but provided feedback to
each student’s response to an oral assignment question. When the discussions would get
too involved, the professor was quickly able to recapture the student’s attention and
continue with the lesson. A copy of the syllabus was not available, but the professor
infonned the class of the lessons for that day, which concerned “comma splices and run
on sentences” as well as sample Regents’ essay topics. Based on the professor’s lessons
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on comma splices, run-on sentences as well as a review and discussion of sample
Regents’ essay topics; it appeared that what was being taught in the course was aligned
with the Regents’ course description. Throughout the class observation, the professor
consistently correlated lesson material to that on the Regents’ essay exam. In fact, in one
particular classroom discussion on recognizing comma splices and run-on sentences, the
professor specifically advised the class of the differences between what they were
learning in the lesson and what they would experience on the Regents essay exam.
Concurrently~ when reviewing the sample Regents’ essay topics and discussing strategies
for each, the professor reminded the students that they will have four essay topics for
which they could choose. At approximately 15 minutes before the class ended, the
instructor informed the class that they had a guest and the researcher was allowed to
provide an introduction and request students to complete the questionnaire. After the
course observation, the professor requested to de-brief with the researcher. Prior to the
de-briefing, a student made the comment that she wanted to see a more detailed report
explaining her errors on the exam. The professor informed the student that she could
request a more detailed copy of the report and actually receive additional assistance at the
learning center. During the de-briefing, the researcher learned that she was the English
Department Chair as well as one of the Regents’ essay exam raters.
The second course session was for the Regents’ Reading course. Upon arrival,
the researcher met with the chair of the Institutional Research/Review Board who walked
the researcher over to the classroom whereby the course was to be held. The course was
scheduled to begin at 11:00 a.m. and end at 12:20 p.m. The chair and the researcher were
greeted by the Professor of the course. To remain as unobtrusive as possible, the
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professor and the researcher agreed that an introduction would not be made until
approximately 10-15 minutes before the class was scheduled to end. Based on the
protocol (Appendix E) and after each session of the observed courses, the researcher
responded to each of the five questions. The classroom environment appeared to be
healthy and conducive for learning. Like the Regents’ Writing course classroom, the
classroom appeared to be somewhat modernized. There were two clean white boards.
One white board was located in the front of the room; the second white board was locatec’
on one side of the room. It appeared that this classroom was also a computer lab. There
were four rows of individual computer desks—two rows on either side of the room. The
students appeared to be very engaged to both the professor as well as the lesson. The
students genuinely appeared eager to learn about and understand the material. The
professor appeared to be very organized. One of the first activities noticed by the
researcher was the professor performing a simple task of taking student attendance. Aftet
the attendance was taken, the professor informed the class of the warm-up activity that
was to take approximately 10 minutes to perform. In addition to announcing the activity,
the professor also wrote the activity on the front white board and monitored the time for
the activity. Although a copy of the syllabus was not available, the professor did provide
the researcher with copies of the two activities (the initial warm-up and the follow-up
lesson activity). Copies of these activities can be found in Appendix F. Based on copies
of the instructional material and evidence to support the classroom discussions
surrounding vocabulary in context, inferential and literal comprehension and analysis; it
appeared that what was being taught in class is aligned to the Regents’ Reading course
description. Throughout the class time, the professor emphasized each of these major
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areas as it related to the class activity and or classroom discussions. The instructor also
addressed specific information concerning the Regents Reading exam, including
emphasizing the minimum score of 61, which is required to successfully pass the exam.
The professor reminded students that even though a score of at least 61 is needed to
successfully pass the Regents’ Reading exam, it is also necessary to attempt to score at
least 800o on any practice exam. At approximately 10 minutes before the class was
scheduled to end, the professor informed the students of their homework assignments as
well as the date of their practice Regents’ Reading exam, which she advised that she
would grade and provide feedback. The professor also informed the class that they had a
guest and the researcher was allowed to provide an introduction and request students to
complete the questionnaire.
Interviews
The qualitative data, collected via interviews, provided the researcher with data
that could not be obtained through other methods. Nelson (2010) states that according to
Seidman (1991):
Interviews are a powerful way to gain insight into educational issues through
understanding the experience of the individuals whose lives constitute education.
As a method of inquiry, interviewing is most consistent with people’s ability to
make meaning through language. It affirms the importance of the individual
without denigrating the possibility of community and collaboration. (p. 7)
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The interview participants were identified after each course observation, following the
dissemination and collection of the questionnaires. The researcher asked participants if
they would be interested in providing additional information in an interview setting.
Three participants from the first observed course session (conducted at the 2-year
regional institution) agreed to the interview process. Due to the conflicting schedules of
the interview participants, the researcher’s dissertation time-line as well as to ensure
equity and fairness, the researcher conducted phone interviews with each of the
participants. By using the interview protocol and questions (Appendix G), the researchei
was able to ensure that each of the three interview participants was asked the same
questions, under the same conditions.
For the first question, which read: Do you fret the college university
administration (e.g. various departments offices within the college university) is
influential regarding the deliverance of the Regents~ exam? (e. g., Are there visible
announcements or other communicative measures concerning the exam, preparatory
courses, tutorial sessions, seminars, etc.?), two of the interview participants did not feel
that the college/university administration was influential regarding the deliverance of the
Regents’ exam. In fact, both asserted that they did not learn of specific Regents’ exam
material until they were in the process of registering for their core courses, after their
final stages of(or completed) some developmental courses. However, one participant
stated:
Yes, the administration is influential because there are a number of programs
posted at the Learning and Tutoring Center (LTC) online at their website and alst
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at the physical office. Unfortunately, many students do not go the center or the
website to view the information.
The second question asked: Do you feel that your college university’s admissions
criterion (e.g. SAT A CT score) provides provided insight as to how well you will would
perform on the Regents’exam? Of the three interview participants, only one asserted that
they felt that the college’s admission criteria of the placement exam (Compass) provided
insight as to how well she would perform on the exam. Although another participant
remarked:
To an extent, yes and no, the admission criterion provides insight as to how well
you perform. As a part of the admission criteria, I had to take an entry level exam
(Compass) and as a result, I also had to sign up for some remedial courses. I did
well in the remedial courses so I was able to advance on to higher level courses
and did not need to retake the exam. The Regents’ exam does not work that way.
You have to continue to take the Regents’ courses and the exam until you pass the
exam.
It can be deduced that she and the other participant both agreed that the college’s
admission criteria, to include the entry level exams, if applicable, did not provide insight
as to how well they would perform.
The third question asked: Do you feel that your prior academic history (academi
merit) contributes contributed to your success on the Regents’ exam? Only one
participant strongly asserted: “Yes, I thought about how well I performed on the
Compass, how well I am doing in other courses and I thought I was also competent
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enough to pass this test as well.” The other two participants, on the other hand,
remarked:
Yes and no because you may be an “A” or “B” student, but because of the test
anxiety or the environment that may influence your exam score, you may not do
well (even though you do well academically). Also, based on how the Regents’
exam is scored, you can be a point off and still not pass the exam.
I do not think that my prior academic history contributed to my performance on
the exam. It is not that I do not understand what is on the Regents’ test. I am
doing well in my other courses and I have a good grade point average. I think tha
the way they score the exam hurts my success. For example, I was just informed
that I did not pass the test this last time I took it by only a couple of points.
The fourth question asked: Do you feel that your prior course work leading toll;
exam contributes contributed to your success on the Regents’ exam? Although one
participant stated that she did not feel that her prior course work contributed to her exam
performance; the other two participants exclaimed that their prior courses have helped
them.
The fifth question asked: Do you feel that the weight or importance ofthe
Regents’ exam influences influencedyour success on thc Regents~ exam? All three
participants agreed that the weight or importance of the exam influenced their exam
success. Two of the participants further exclaimed that due to the weight/importance of
the exam, some students have even considered transferring or have transferred.
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The sixth and seventh questions concerned the Regents’ course instructor
qualifications as well as the course itself. The questions read: Do you feel that the
Regents’ course instructor(s) qualifications contributed to your success on the Regents’
exam? Do you feel that the Regents’ course(s) contributes contributed to your success on
the Regents’ exam? All three participants agree that their Regents’ course instructor
qualifications as well as the course itself have contributed to their exam success. The
next question asked: Do you experience test anxiety? Ifso, do you feel that test anxiety
contributes contributed to your success on the Regents’ exam? All three participants
stated that they experienced test anxiety and that it contributed to their exam success.
Further, all three participants also provided specific comments concerning the proctor and
the proctoring of the exam:
Yes, I experience test anxiety! When I am taking the exam and the proctor
informs us how much time we have or if I look at the clock and realize that I have
less time then I need to take the exam, I begin to panic and this contributes to my
performance. I also attempt to answer all of the questions, but the time-limit
makes it difficult for me and creates anxiety. Also, the exam proctor makes me
feel uncomfortable, which also creates anxiety.
Yes, just walking into the exam creates anxiety for me. I also experience anxiety
when the proctor is constantly announcing the time left. My anxiety takes over
and I feel sick and become a nervous wreck!
Yes, test anxiety definitely contributed to my exam success! The test is very
stressful, which can create anxiety. Due to the familiarity of the Regents’ course
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instructor, if she could proctor the exam, then I think that some of the anxiety
would be lessened.
Finally, the last question, which read: Doyoufeel that the testing environment
influences influenced your success on the Regents’ exam, received a unanimous “yes”
response. All three participants also mentioned the proctor or proctoring in this response
as well. It appears that the students would prefer that their Regents’ course instructor
actually administer the exam as well.
Questionnaire
For a more comprehensive understanding of the student population who
participated in this study, each of the research questions/objectives were captured in the
questionnaire and results were analyzed using descriptive statistics (frequency/number
and percentage tabulation). Refer to Appendix H for a detailed illustrative breakdown of
the results. A total number of 71 students participated in this study.
RQ 1: What is the age-group of the college university students?
Of all the participants in the study, approximately 49% (35) were of the age-group
18-22. Refer to Table 8 for more detailed results
RQ2: What is the gender of the college university students?
Of the number of participants, 78.87% (56) were female and the remaining
21.13% (15) were male.
RQ3: What is the ethnicity of the college university students?
African Americans were 91 .55°o (65) of the participants and 7.04% (5) of the











RQ4: What is the college type of the college/university students?
Data concerning educational levels revealed that 80.28% (57) of the participants
were working towards an Associate’s degree at a two year institution and the remaining
19.72% (14) were seeking a Bachelor’s degree from a four year institution.
RQ5: What is the college financing of the college university students?
Approximately 73° o of the participants identified subsidized and un-subsidized
loans, grants and personal financing as their college financing options. Refer to Table Q
for more detailed results.
Table 9
Participants’ College Financing
College Financing Frequency/Number (n) tPercentage (%)
Unsubsidized Loan 1 1.41%
Grant 22 30.99%
Full Scholarship (Academic) 3 4.23%
Personal Financing 3 4.23%
Subsidized Loan 1 1.41%
Subsidized Loan, Grant 3 4.23%
Subsidized and Unsubsidized Loans 4 5.63%
Subsidized and Unsubsidized Loans, Partial 1 1.41%
Scholarship (Income) and Personal Financing
Subsidized and Unsubsidized Loans, Grant 13 18.310
Subsidized and Unsubsidized Loans, Grant, 2 2.8000
Personal Financing
Subsidized and Unsubsidized Loans, Grant,
Full Scholarship (Income) and Full
Scholarship (Academic)
Un-subsidized Loan and Personal Financing 2.80%
Unsubsidized Loan, Grant l.4l0o
Grant, Full Scholarship (Academic) 9.86° 0
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College Financing Frequency/Number (n) *percentage (%)
Subsidized Loan, Grant, Full Scholarship I 1.4 1%
(Academic)
Subsidized Loan, Full Scholarship (Academic) 1 1.4 1%
Unsubsidized Loan, Partial Scholarship 1 1.41%
(Academic)
Partial Scholarship (Income), Partial I 1.41%
Scholarship (Academic)
Full Scholarship (Academic), Personal 1 1.41°o
Financing
No Response I 1.41°c
Total 71 100.00
*(approximate)
RQ6: What is the college classification of the college/university students?
Data concerning college classification revealed that 33.80% (24) of the
participants identified their college classification as 45-60 credit hours and 30.99% (22j
of the participants listed as 30-45 credit hours; 57.75°o (41) of the participants identified
a grade point average of 3.0 and 39.44°c (28) of the participants identified a grade point















Data concerning why participants are taking the Regents’ course revealed that
87.32% (62) of the participants were taking the Regents’ Skills Course because they did
not pass a section of the Regents Exam. See Table 11 for more detailed results.
Table 11
Why Participants are Taking the Regents’ Course
Frequency!
Why participants are taking the Regents Course? Number (n) tPercentage (%)
Not Applicable 1 1.41%




Why participants are taking the Regents Course? Number (ii) *Percentage (%)
Institutional requirement prior to sitting for the 4 5.63%
Regents’ Exam
Preparation before taking the exam for the first time 2 2.82%
No response 2 2.82%
Total 71 100.00%
*(approximate)
The questionnaire results also demonstrated that 38.03 (27) of the participants
took the Regents’ exam the first time with 0-15 credit hours and 28.17% (20) of the
participants first time taking the Regents’ exam was with 15-30 credit hours; 49.30% (35)
of the participants took the reading comprehension section of the exam more than one
time and 35.2 1% (25) of the participants took both the reading comprehension and
writing section of the exam more than once. See Tables 12-13 for more detailed results.
Table 12
When Did Participants First Take the Regents ‘ Exam?
When did the participants first take

























RQ7: How do college/university students describe their success rate on the
Regents’ exam and what is their perception of the extent to which their
prior academic performance contributed to their success on the Regents
Exam?
When did the participants first take
the exam? Frequency/Number (n) *percentage (%)
45-60 5 7.04%




Have Participants Taken the Regents’ Exam More Than Once?
Have the participants taken the exam
more than once? Frequency/Number (n)
*(approximate)
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Of all the participants, only 22.54°/o (16) believe that their prior academic
performance contributed to their success on the Regents’ exam; 38.03% (27) of the
participants believe that their prior academic performance somewhat contributed to their
success on the Regents’ exam, and 39.43% (28) of the participants do not believe that
their prior academic performance contributed to their success on the Regents’ exam.
RQ8: How do college/university students perceive the predictive strength of
the college/university leadership?
Of all the participants, 54.93% (39) believe that their college/university leadershir
is somewhat influential, 35.21% (25) believe that their college/university leadership is
definitely influential, and 9.86 (7) believe that their college/university leadership is not
influential at all.
RQ9: How do college/university students describe their success rate on the
Regents’ exam and what is their perception on the predictive strength of
the college/university admission requirements?
Of the participants, 57.75% (41) believe that their college/university admission
requirements somewhat provided insight as to how well they would perform on the
Regents’ exam. 28.17% (20) of the participants do not believe that their
college/university admission requirements provided insight as to how well they would
perform on the Regents’ exam, and 14.08% (10) of the participants believe that their
college/university admission requirements deflnitely provided insight as to how well they
would perform on the exam.
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RQ 10: How do college/university students describe their success rate on the
Regents’ exam and what is their perception of the extent to which their
course work leading to the Regents’ Exam contributed to their success oii
the Regents Exam?
The results for this question was split between participants who believe their
course work leading to the Regents’ exam somewhat contributed to their exam success
(39.44%, 28) and participants who did not believe their course work leading to the
Regents’ exam contributed to their exam success (39.44%, 28). The remaining
participants definitely believe that their course work leading to the Regents’ exam
somewhat contributed to their exam success (21.12%, 15).
RQ1 1: How do college/university students describe their success rate on the
Regents’ exam and what is their perception of the importance/weight of
the exam?
Of the participants, 36.62% (26) believe that the exam importance/weight
definitely contributed to their exam success; while simultaneously, 36.62% (26) of the
participants also believe that the exam importance/weight somewhat contributed to theii
exam success. The remaining participants (26.76%, 19) do not believe that the exam
importance/weight contributed to their exam success.
RQ 12: How do college/university students describe their success rate on the
Regents’ exam and what is their perception of the extent to which the
Regents’ Course instructor qualifications contributed to their success on
the Regents Exam?
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Twenty nine participants (40.84%) believe that their Regents’ Course instructor
qualifications definitely contributed to their success on the Regents Exam. 25.35% (18)
of the participants believe that their Regents’ Course instructor qualifications somewhat
contributed to their exam success; 22.54% (16) do not believe that their Regents’ Course
instructor qualifications contributed to their exam success and 11.27% (8) of the
participants do not believe this question was applicable.
RQ 13: How do college/university students describe their success rate on the
Regents’ exam and what is their perception of the extent to which the
Regents’ courses contributed to their success on the Regents Exam?
Thirty participants (42.25%) believe that the Regents’ courses contributed to theh
exam success; 30.99% (22) of the participants believe that the Regents’ courses
somewhat contributed to their exam success and 15.49% of the participants do not
believe that the Regents’ courses contributed to their exam success. The remaining
participants (11.27%, 8) do not believe this question was applicable.
RQ 14: How do college/university students describe their success rate on the
Regents’ exam and what is their perception of the extent to which test
anxiety contributed to their success on the Regents Exam?
Of all the participants, 54.92% (39) believe that test anxiety definitely contributed
to their success on the Regents’ exam; 40.85% (29) of the participants believe that test
anxiety somewhat contributed to their exam success. 2.82% of the participants do not
believe that test anxiety contributed to their exam success and 1.41% (1) of the
participants does not believe that this question was applicable.
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RQ 15: How do college/university students describe their success rate on the
Regents’ exam and what is their perception of the extent to which the
testing environment contributed to their success on the Regents Exam?
The results of this question produced an overwhelming response from 63.38%
(45) of the participants who believe that the testing environment definitely contributed t
their success on the Regents’ exam; 28.17% (20) of the participants believe that the
testing environment somewhat contributed to their exam success and 8.45% (6) of the
participants do not believe that the testing environment contributed to their exam success
Summary
This chapter provided information as it related to the researcher’s findings and
data analysis. All data obtained from the respondents regarding the study’s research
objectives were entered by the researcher into a Microsoft® Office Excel® 2007
spreadsheet as well as a Microsoft® Office Word® 2007 document. Responses were
coded for qualitative research analysis. The data collected in the qualitative portion of
this study was analyzed using both the traditional format and inductive data analysis in
the form of interviews as well as observations. The researcher was able to observe two
course lectures at two respective 2-year institutions. These observations were used to
assist the researcher with developing an understanding of the distinctive context of each
institution as well as the course. The interview participants were identified after each
course observation, following the dissemination and collection of the questionnaires. For
a more comprehensive understanding of the student population who participated in this
study, each of the research questions/objectives were captured in the questionnaire and
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results were analyzed using descriptive statistics (frequency/number and percentage
tabulation). Appendix H provides a more detailed illustrative breakdown of the results.
CHAPTER VI
DISCUSSION, IMPLICATIONS, AND RECOMMENDATIONS
Discussion
Based on the results of the findings, it appeared that more than 60°o of the
participants were under the age of 30. Approximately 79°o of the participants were
female and more than 90°c of the participants identified African American as their
ethnicity/race. As it related to the participant’s college classification, most of the
participants (80%) attended a 2-year institution and were working towards at least an
Associates’ degree. The college financing of most of the participants (approximately
70° o) were subsidized and unsubsidized loans, grants as well as personal financing. As a
result, it may be concluded that since most of the participants do not appear to have
scholarship opportunities, they were required to solidi& alternative means to finance their
college education, which may have created undue stress and possibly influenced their
exam success.
Approximately 65°o of the participants identified a college classification of 30-45
and 45-60, which based on credit hours, can be considered sophomore status.
Approximately 87% of the participants stated that the reason they were taking the
Regents’ course was because they did not pass a section on the corresponding Regents’
exam. Of this percentage, approximatel) 4900 of the participants retook the reading
portion of the exam, approximately 6°o retook the writing portion of the exam and 35°o
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of the participants retook both parts of the exam. As a result, it appears that a disparity
exists with the reading comprehension component on this exam.
When asked about the predictive strength of the college/university leadership,
more than 5O°~ of the participants responded that leadership is somewhat influential
regarding the deliverance of the Regents’ exam. As a result, it may be concluded that the
college/university leadership is lacking as it relates to the deliverance of the Regents’
exam in providing such things as visible announcements or other communicative
measures concerning the exam, preparatory courses, tutorial sessions, seminars, etc.
Similarly, more than 50% of the participants believe that the college university admission
criteria somewhat provided insight as to how well they would perform on the Regents’
exam.
When asked about the predictive strength of prior academic history, more than
7S°o of the participants responded that their prior academic history either somewhat or
did not contribute to their exam success. Concurrently, when asked about the predictive
strength of prior course work leading up to the exam, more than 75° 0 of the participants
responded that their prior course work either somewhat or did not contribute to their
exam success. When asked about the predictive strength of test anxiety and testing
environment, more than SO0o of all the participants responded that test anxiety definitely
contributed to their exam success and similarly, more than 60% of the participants also
responded that the testing environment definitely contributed to their exam success. As a
result, it may be concluded that students who have both a successful academic history as
well as successful prior course work, but are still not passing the exam, may be
experiencing such factors as test anxiety or testing environmental conditions.
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When asked about the predictive strength of the exam weight/importance, more
than 3O°o of the participants responded that the exam weight/importance definitely
contributed to their exam performance. Based on select interview responses, it may be
concluded that the idea of the exam weight/importance can itself create anxiety and in
turn, create testing anxiety. Finally, when asked about the predictive strength of the
Regents’ course instructor qualifications, approximately 4O.840o of the participants
responded that their Regents’ course instructor qualifications definitely contributed to
their exam success. Similarly, 42.25% of the participants also responded that their
Regents’ courses definitely contributed to their exam success. As a result, in addition to
the aforementioned questionnaire results, based on the results of the observation visits as
well as the interviews, it does appear that both the Regents’ course instructors as well as
the Regents’ courses have some type of positive influence on the student’s exam success.
Due to the nature of this phenomenological study, it is impossible and
inappropriate to support generalized findings. However, although findings from this
study cannot and should not be generalized to all students preparing for and taking the
Regents’ exam, if the study were to be conducted again, another researcher would be able
to replicate efforts and similar results should follow. Results of this research offer those
responsible for designing, developing, implementing, and sustaining the Regents’ Testing
Program, a few implications and recommendations for improvement.
Implications
Although the rationale behind the Georgia Regents exam, which requires that
each institution of the University System of Georgia guarantee that students obtaining a
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degree from a system institution possess certain minimum skills in reading and writing, is
extremely noteworthy, it is the belief of the researcher that such skills need to be obtained
prior to the matriculation at a college university institution. One of the major
implications for educational leaders, from this research study, is the fact that there appear
to be a number of students who are not readily prepared to attend a higher learning
institution. Despite the fact that Georgia administers the Criterion-Referenced
Competency Test (CRCT) for elementary and middle school students and the High
School Graduation Test (HSGT), some students still do not possess the minimum skills in
reading comprehension and writing necessary to not only succeed in any higher learning
institution, but to also adequately function in society.
The student’s apparent insufficient knowledge of his her critical areas is another
implication for educational leaders. Based on the results of this research study, it appears
that students receive their passing or un-passing Regents’ scores, but they are not
afforded the critical information as it relates to their deficit areas on the exam.
Concurrently, based on the results of this study, 5O°o of the participants believe that their
college/university admissions criteria somewhat influences their exam success and since
such admission criteria as SAT/ACT or college placement exams were reviewed as a part
of a student’s admittance and the exams capture, at least, the basic reading
comprehension and writing components (as on the Regents’ exam), it may be concluded
that the college/university should have taken pre-emptive measures to ensure that those
students who had already presented low or non-passing scores be introduced to additional
testing and educational support, other than the registration of the Regents’ course(s). It is
the responsibility of educational leaders to ensure that each student is not only equipped
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with those necessary educational skills, but that each student is also abreast of what areas
need to be addressed in order to acquire those skills.
Finally, the inability of a student successfully passing the exam is another
implication for educational leaders. If a student has consistently been unsuccessful in
passing the exam, but re-enrolled in the respective Regents’ Skills courses, per the
current Regents’ Testing Program Policy, then there may be some inherent learning
deficiency or otherwise educational issue that leaders should investigate.
Recommendations
Based on the results of this research study, the following recommendations will
be discussed in the following order: (a) modification to the Regents’ score report
notification, (b) modification to the time limit provided on the Reading Comprehension
section of the exam, (c) Regents’ courses should be required courses as a part of an
institution’s core curriculum, (d) Regents’ courses instructors should proctor the
corresponding Regents’ exam, and (e) Students should not be required to continue
registering for the Regents’ courses after initial or subsequent failed exam attempts.
There should be a modification to the Regents’ score report notification. Based
on information received from interview participants as well as course observations, the
score report only informs the examinee of his/her scores. It does not provide any detailed
information as it relates to the specific errors made by the student. Although the student
may request a more detailed copy of his/her report or the student may receive a copy
from his/her Regents’ course instructor; based on information received from interview
participants as well as course observations, most students are either not aware or take
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advantage of receiving a more detailed report. In fact, unless the student is enrolled in
the respective Regents’ course(s) and the instructor retrieves the detailed report, many of
the students are not even aware of their deficit areas. As such, it is the researcher’s
recommendation that a more detailed analysis, providing a breakdown of the student’s
deficient areas, is included on each student score report.
There should be a modification to the time limit provided on the Reading
Comprehension section of the exam. According to the Regents Testing Program Policy
(2004), the Reading Comprehension section of the exam consists of 54 question items
with an administration time of one hour. Based on information received from interview
participants as well as the questionnaire results, it appears that the time limit, associated
with the Reading Comprehension section of the exam, as an environmental condition,
creates an impediment to the students taking the exam. As a result, the researcher
recommends that the administration time of the exam is modified from its current time of
60 minutes to 75 minutes. The extra time associated with the exam should provide
students with more of an opportunity to complete the exam. Further, the additional time
may also afford students an opportunity to review their previously answered questions
(within this section), which may increase the student’s probability of successfully passing
the exam.
The Regents’ courses should be required courses as a part of an institution’s core
curriculum. According to the literature review, although all the University System of
Georgia institutions use the Regents’ Testing Program policy as a basis for their
individual institutional policy, the Regents’ courses are optional (or only required after a
certain number of attempts on the corresponding Regents’ exam) at some colleges
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universities. Based on the results of this research, including the select interview
responses, it is evident that these courses provide some assistance to the students taking
the exam. As a result, it is recommended that the course be required, as a part of an
institution’s core curriculum, for an entire semester versus the existing six to eight week
period (based on each respective institution’s course schedules).
After successful completion of the course(s), students will be required to take the
corresponding exam. However, in keeping with the current Regents’ course policy,
students should still be given the opportunity to exempt the course by successfully
passing the exam. Additionally, also keeping with the current Regents’ course policy, if
an institution can demonstrate that such core curriculum courses as English 1101/1102
can also provide the same level of rigor as well as content as the Regents’ courses, then
the institution may also exempt from requiring the Regents’ courses.
Regents’ courses instructors should proctor the corresponding Regents’ exam.
Based on the results of this research, especially the select interview responses as well as
the observation visits, it is obvious that even with the little time in the course(s), the
students and the instructors develop a rapport with each other and as a result students are
more comfortable and less anxious. Accordingly, students may tend to have less test
anxiety, which may influence the student’s exam performance. Concurrently, the
instructors would have already established environmental conditions that students would
be accustomed to and therefore, such conditions should be less likely to influence the
student’s exam performance. Thus, it is recommended that the Regents’ course
instructors proctor the corresponding Regents’ exam.
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Finally, students should not be required to continue registering for the Regents’
courses after initial or subsequent failed exam attempts. Based on the percentage of
participants that stated that they took the exam more than once in either one or both of the
components of the exam (approximately 9O°o) and, per the literature review, most
institutions require students to re-register for the exam after their initial failed attempt, it
follows that students are re-taking the respective Regents’ courses, but still may not be
successfully passing the exam. However, also based on the results of this study, it does
appear that the Regents’ courses have some type of positive influence on the student’s
exam success. Further, the results of this study, to include select interview responses and
observation visits, provide that such factors as test anxiety and testing environment may
influence a student’s exam success. As a result, it may be concluded that a student taking
the Regents’ courses multiple times may or may not influence his/her exam perfonnance.
Per the literature review, instead of this being a required step after an initial failed
attempt on the exam (as required at some institutions) and to be in line with the previous
recommendation of the Regents’ courses being required courses as a part of an
institution’s core curriculum, the researcher recommends that institutions adopt a policy,
similar to one local regional 2-year institution, and require students to re-register for the
Regents’ course(s) after three failed attempts on the exam. Since, based on this research
study, there are a number of factors that contributes to a student’s Regent’s exam success
students should have the option as to whether or not they desire to re-register for the
Regents’ course(s) after their initial failed attempt, but the institution should require the
student to re-register for the respective course(s) after three failed attempts. The
researcher also recommends that after four failed attempts, additional remediation and
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testing options be explored to aid the student in successfully passing the exam. This
should also circumvent any impediments to the student’s graduation.
Suggestions for Future Research
This study was comprised of data from two 2-year institutions and one 4-year
institution. The institutions were selected based on the 2008-2009 Regents’ Testing data,
for First Time Examinees Reaching 45 Credit Hours (see Table 4 in Chapter I), proximity
and willingness to participate. A larger sample that covers more institutions in different
locations would provide for a more comprehensive study and thus would be beneficial in
future research.
Conclusion
Educational leaders are faced with tremendous challenges that may influence
policy and, in turn, influence the way we educate students. The goal of ensuring that
students possess certain minimum reading comprehension and writing skills should be a
necessary concern; however, leaders must be equally concerned with the policies that will
aid in accomplishing this goal.
Summary
This chapter provided a discussion of the findings, implications for educational
leaders, recommendations, and suggestions for future research as well as a conclusion.
Due to the nature of this phenomenological study, it is impossible and inappropriate to
support generalized findings. However, although findings from this study cannot and
should not be generalized to all students preparing for and taking the Regents’ exam, if
the study were to be conducted again, another researcher would be able to replicate
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efforts and similar results should follow. Results of this research offer those responsible
for designing, developing, implementing, and sustaining the Regents’ Testing Program, a
few considerations and recommendations for improvement. The following
recommendations were discussed: (a) modification to the Regents’ score report
notification, (b) modification to the time limit provided on the Reading Comprehension
section of the exam, (c) Regents’ courses should be required courses as a part of an
institution’s core curriculum, (d) Regents’ courses instructors should proctor the
corresponding Regents’ exam, and (e) students should not be required to continue
registering for the Regents’ courses after initial or subsequent failed exam attempts.
APPENDIX A
Sample Cover Letter to Student
Dear Student:
I am requesting your assistance in collecting data for a research study for my doctoral
dissertation. Currently, I am a candidate for the Doctorate of Education at Clark Atlanta
University and am a State of Georgia employee. For preparation for my dissertation, lam
investigating the critical factors that influence the success rate of students passing the Regents’
Exam. In order to validate my research, I need to have at least 50 volunteers fill out a consent
form and take a brief questionnaire. Participation is completely voluntary and will take
approximately 20 minutes. If you decide to participate, you have the option to withdraw at any
time without any consequence whatsoever. If you opt to participate in my study, I ask that you do
not put your name on any of the questionnaire material you fill out so the process will be
completely anonymous. However, I would ask that you would please sign the loose copy of the
Informed Consent form and return it back to me following the completion of the questionnaire.
You may choose to complete a hard copy of the questionnaire or follow the links below to
complete an electronic version:
http://www.surveymonkev.com/s/M3P9HSL
http://www.surveymonkey.com/s/MGWRKG7
THE INFORMATION THAT YOU HAVE PROVIDED WILL ONLY BE EXAMINED BY
MYSELF AND ARE COMPLETELY ANNOYMOUS AND CONFIDENTIAL. If you have any
questions about the study, please contact LaKeisha Porter, lakeisha.porter(~gniail.com or 404-
656-9913 or Dr. Moses Norman mnorman~cau.edu or 404-880-6015, who is overseeing the
research project.
Thank you in advance for your time. I am grateful for your participation.
LaKeisha Porter, MPA
Doctoral Candidate, Clark Atlanta University
APPENDIX B
Sample Informed Consent
Thank you for your participation in this research study that will investigate the critical
factors that influence the success rate of students passing the Regents’ Exam. The intent
of this study is to add to the research literature of my study on the critical factors that
influence the success rate of students passing the Regents’ Exam. Completion of the
questionnaire should take about 20 minutes.
The raw data collected from this study will be analyzed and results will be explained in
the body of my dissertation. The data may also be used to provide feedback to the Board
of Regents in its quest to determine the effectiveness of the program as well.
While your cooperation of this study is greatly appreciated, your participation is entirely
voluntary. If you choose, you may withdraw from the study at any time during the course
of completing the questionnaire, or you may decline to participate altogether without any
negative consequences. If you choose to withdraw from the study while completing the
questionnaire, you may simply stop answering the items and return the packet to the
administrator. Again, if you have any questions about the study, please contact LaKeisha
Porter, lakeisha.portercThgmail.corn or 404-656-9913 or Dr. Moses Norman
mnorman(21!cau.edu or 404-880-6015, who is overseeing the research project.
APPENDIX C
Sample Email Message to Department of Humanities/Arts Professors
Greetings Professors:
My name is LaKeisha Porter and I am a candidate for the Doctorate of Education at Clark Atlanta
University and am a State of Georgia employee. For preparation for my dissertation, I am
investigating the critical factors that influence the success rate of students passing the Regents’
Exam. In order to validate my research, I need to have at least 50 student volunteers fill out a
consent form and a take a brief interview questionnaire. I am requesting to receive a few minutes
either before or after your instructional time to inform your students of my research and request
their participation in my questionnaire. The questionnaire is available in both electronic as well as
hard-copy format for the convenience of students.
Additionally, I have attached a copy of Georgia Perimeter College Institutional Review Board’s
approval for me to conduct my research as well as a copy of the cover letter and informed consent
to students. If it is more feasible for you to disseminate the cover letter and informed consent
(containing the questionnaire links and my contact information) to the students versus my
attendance at your class, then this option will be greatly accepted and appreciated as well. If the
option to attend your class either before or after instructional time is more feasible, please advise
of a specific day and time for my attendance.
Thanks in advance for your expeditious and courteous attention to this matter. Your assistance is
greatly appreciated. I look forward to hearing from you soon.
LaKeisha Porter, MPA
Doctoral Candidate, Clark Atlanta University
Attachments: Cover Letter and Informed Consent to Students
IRS Approval
APPENDIX U
Regents’ Exam Questionnaire for USG Students
ALL INFORMATION IS ANNOYMOUS AND CONFIDENTIAL. PLEASE DO NOT PUT
YOUR NAME ANYWHERE ON THESE PAPERS!
For Questions I-I 1:





















5. TYPE OF COLLEGE/UNIVERSITY ATTENDING
Four Year University
Two Year College
6. COLLEGE FINANCING (Select All that Apply)
LI Subsidized Loan
LI Unsubsidized Loan
o Grant (income based) (e.g. Pell)
O Full scholarship (income based)
O Partial scholarship (income based)
O Full scholarship (academic based) (e.g. HOPE)
O Partial scholarship (academic based)
O Personal financing
7. COLLEGE CLASSIFICATION
O 0-15 Credit Hours 0
O 15-30 Credit Hours 0
O 3 0-45 Credit Hours 0
O 45-60 Credit Hours 0











9. WHY ARE YOU TAKING THIS REGENTS’ SKILLS COURSE?
Not Applicable
• Did not pass a section on the Regents’ Exam (Move to Question #10)
I Institutional requirement prior to sitting for the Regents’ Exam (Move to
Question . 12)
I Preparation before taking the exam for the first time (no institutional
requirement) (Move to Question 12
Other
10. WHEN DID YOU FIRST TAKE THE REGENTS’ EXAM?
LI 0-15 Credit Hours 0 75-90 Credit Hours
O 15-30 Credit Hours 0 90-105 Credit Hours
O 30-45 Credit Hours 0 105-120 Credit Hours
O 45-60 Credit Hours 0 120+ Credit Hours
O 60-75 Credit Hours
11. HAVE YOU TAKEN THE EXAM MORE THAN ONCE?
ONo
O Yes, Reading only
O Yes, Writing only




Please review each of the following questions and based on your belief of each of the
respective ideas, select the most appropriate response. You will have an opportunity to
provide an elaborate response to each of these questions following completion of this first
set of questions.
12. To what extent do you feel the college/university administration (e.g. various
departments/offices within the college/university) is influential regarding the
deliverance of the Regents’ exam? (e.g. Are there visible announcements or
other communicative measures concerning the exam, such as preparatory
courses, tutorial sessions, seminars, etc.)
The College/University Administration is Definitely Influential Regarding the
Deliverance of the Regents’ exam
The College/University Administration is Somewhat Influential Regarding the
Deliverance of the Regents’ exam
The College/University Administration is Not Influential At All Regarding the
Deliverance of the Regents’ exam
13. To what extent do you feel that your college/university’s admissions’ criteria,
(e.g. SAT/ACT score) provide/provided insight as to how well you would
perform on the Regents’ exam?
The College/University Admissions Criteria Definitely Provides/Provided
Insight
The College/University Admissions Criteria Somewhat Provides/Provided
Insight
The College/University Admissions Criteria Does Not/Did Not Provide
Insight
14. To what extent do you feel that your prior academic history (academic merit)
contributes/contributed to your success on the Regents’ exam?




My Prior Academic History Somewhat Contributes/Contributed to My Exam
Success
My Prior Academic History Does Not/Did Not Contribute to My Exam
Success
15. To what extent do you feel that your prior course work leading to the exam
contributes/contributed to your success on the Regents’ exam?
My Prior Course Work Definitely Contributes/Contributed to My Exam
Success
My Prior Course Work Somewhat Contributes/Contributed to My Exam
Success
My Prior Course Work Does Not/Did Not Contribute to My Exam Success
16. To what extent do you feel that the weight or importance of the Regents’
exam influences/influenced your success on the Regents’ exam?
Exam Weight/Importance Definitely Influences/Influenced My Exam Success
Exam Weight/Importance Somewhat Influences/Influenced My Exam Success
Exam Weight/Importance Does Not/Did Not Influence My Exam Success
17. To what extent do you feel that the Regents’ course instructor(s) qualifications
contributes/contributed to your success on the Regents’ exam?
Not Applicable
The Regents’ Course Instructor(s) Qualifications Definitely Contributes
Contributed to My Exam Success
The Regents’ Course Instructor(s) Qualifications Somewhat Contributes
Contributed to My Exam Success
The Regents’ Course Instructor(s) Qualifications Does Not/Did Not
Contribute to My Exam Success
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Appendix D (continued)
18. To what extent do you feel that the Regents’ courses contributes/contributed
to your success on the Regents’ exam?
Not Applicable
The Regents’ Courses Definitely Contributes/Contributed to My Exam
Success
The Regents’ Courses Somewhat Contributes/Contributed to My Exam
Success
The Regents’ Courses Does Not/Did Not Contribute to My Exam Success
19. Do you experience test anxiety? If so, to what extent do you feel that test
anxiety contributes/contributed to your success on the Regents’ exam?
LI I Do Not Experience Test Anxiety
o Test Anxiety Definitely Contributes/Contributed to My Exam Success
LI Test Anxiety Somewhat Contributes/Contributed to My Exam Success
O Test Anxiety Does Not/Did Not Contribute to My Exam Success
20. To what extent do you feel that the testing environment influences/influenced
your success on the Regents’ exam?
Testing Environment Definitely Influences Influenced My Exam Success
• Testing Environment Somewhat Influences Influenced My Exam Success
I Testing Environment Does Not/Did Not Influence My Exam Success
APPENDIX E
Observation Protocol
1. Flow is the environment of the classroom, i.e. conducive for learning?
2. Do the students appear to be engaged with the instructor?
3. Was a copy of the syllabus available?
a. If so, does it appear that the current lesson is aligned to the syllabus?
4. Does it appear that what is being taught in the class is aligned to the Regents’
course description?
5. Does the instructor address any specific information concerning the exam, i.e.
“remember the exam is in four weeks”.... “this type of information will be on tho
APPENDIX F
Sample Regents’ Course Activities
Activity—General Reading Comprehension
40
We are ~ll conditioned by the way we are brought up. Our
values are determined by our parents, and in a larger sense, by the
culture in which we live. The Chinese, for example, forbid the
drinking of milk, and may actually become sick if they are
compelled to drink a glassful of the beverage. Amencans, on the
other hand, thrive on milk, although they have many taboos of
their own.
Some years ago I gave a dinner party during which I served a
delicious hors d’oeuvre filled with a meat that tasted somewhat Like
chicken My guests wondered what the meat was, but I refused to
tell them until they had eaten their fill. 1 then explained that they
had just dined on the flesh of freshly killed rattlesnake. The
reaction was nausca—arid in some cases violent vomiting. If I had
served rattlesnake to a Chinese, he would doubtless have requested
a second helping, for in China the dish is considered a delicacy.
Another interesting case is the young man I met recently in
New York City An American by birth, be had been removed
from his native state of Oregon at the age of six months when his
parents went to Japan as missionaries. Orphanecf before his first
birthday, he was reared by a Japanese family in a remote village.
The young man was unmistakably American in appearance, with
blond hair and blue eyes. But he had a Japanese style of walking,
Japanese faciai expressions, and he thought like a Japanese.
Though he had learned to speak English fluently, he felt
uncomfortable and out of place in an American city. Be soon
returned to Japan.
___________— Questions for Passage U40_
40.1 The best tide for thI, passage Is:
SUBJECT MAfl~ A Cu oral Conditioning.
B Our Parents’ Values
C A,norlcan CLJSIOTh3.
0. Taboos Miong lbs Chinese
E. Patterns of Behsv~or.
Appendix F (continued)
Activity—Regents’ Exam Specific Reading Comprehension
Between 1B70 and 19~4, the major powers of
Europe woilced in maintain both domestic aria
inlentationat stability. Accomplishrflenl DI this
goal was f~c1illMJfi4 by contInuing
S biduatrialllaiiofl. DespIte penodic trade
depressions, general prosperity incisased (or
almost all classes 01 society at least until 1900
And prosperity. in its turn, helped 10 produce
stab’dIIy. allowing for the establishment iri many
10 countoes or social welfare systems dosignistI to
benefit workers and their lainhItas. and thus to
gain their political allegiance
Al the same time, vanous teclors operated to
make the achlevemafll at a generally stable
IS Western world difltcult, and ultimately imposaibte
First, the prOCess 01 nation-building, which had
resulted in the dramatic creation of a modem
Germany and Italy. tell polentlel conIlict in its
wake. Second, although the majorIty 01 citizenu in
20 moal western European countries participated at
teasl indirectly in the governance ci their country
and enjoyed certain guaranteed righto. heated
debate continued as to the political uselutl3etG of
atich arrangements. And across Europe,
‘S socialists contended against the political strength
ci the middle classes.
Internal tensIon recoIled as wall from shills in
class structure ~rtd class COI1SGIOUSSSOS. One at
the most dramatIc occupalional changes tO OCCU’
30 in late.nlnoleeflth’CentUrY Europe was the rapid
growth oi a lower-to middle-level, “white-Collar’
class ci bureaucrats. employed in commerce and
industry and in oxpanding government
dopadments. The post olhce. the railways, the
85 poSse, and the bureaus charged with the task of
ad,nIniaiBring various social wellare and
innurence ptograTns, alt demanded growing
numbers ol recruits
(8utns. 1973)
3 The primary purpose ci this passage it to
I describe the prosperity Of a diwdeil
Europe
2 contrasl “white-collar” workers with ‘blue’
collar workers.
3 explain how malor European powers
worked to maintain domeslic and inter.
national stability
4. discuss varmus examples of European
instability
2 The second paragraph is chiefly davelopea





3. According to the passage. which of the
following factors contributed most to the
ci ability of Europe between 1670 and 1914?
1 shills in class structure
2. soctatlsm
3 lndustnallzatltrl
4 expanding gcvernmorit doparlrndnts
4 The Pleat important shill in European class
conacloucoess wee me
1. creallon of a new welfare system.
2. entOrgonce of now socIalIstIc nations.
a dnvetopmuni of anew “while-culls?’
clans
4. bureaucratic liberalism.
S. The creation of modern Germany and Italy
I. promoted poets
2 started a war
3. promoted unity
4 opened the way toe national struggles






Interview Protocol and Questions
Please review each of the following questions and provide your opinion to each. Additionally,
please also provide an example, where applicable. For your convenience, extra response paper is
attached to this questionnaire.
1. Do you feel the college/university administration (e.g. various departments/offices within the
college/university) is influential regarding the deliverance of the Regents’ exam? (e. g., Are
there visible announcements or other communicative measures concerning the exam,
preparatory courses, tutorial sessions, seminars, etc.) Why or Why not?
2. Do you feel that your college/university’s admissions’ criterion, e.g. SAT ACT score,
provides/provided insight as to how well you will would perform on the Regents’ exam?
Why or Why not?
3. Do you feel that your prior academic history (academic merit) contributes contributed to your
success on the Regents’ exam? Why or Why not?
4. Do you feel that your prior course work leading to the exam contributes/contributed to your
success on the Regents’ exam? Why or Why not?
5. Do you feel that the weight or importance of the Regents’ exam influences/influenced your
success on the Regents’ exam? Why or Why not?
6. Do you feel that the Regents’ course instructor(s) qualifications contributed to your succes
on the Regents’ exam? Why or Why not?
7. Do you feel that the Regents’ courses contributes/contributed to your success on the Regents
exam? Why or Why not?
8. Do you experience test anxiety? If so, do you feel that test anxiety contributes/ contributed
your success on the Regents’ exam? Why or Why not?
9. Do you feel that the testing environment influences influenced your success on the Regents~





I. AgeGroup 18-22=1 23-27=2 28-32 3
2. Sex Malel FemaIe2
3. Race African American I Asian American 2 Caucasian 3
4. Education (Working
towards) Associate’s Degree I Bachelor’s Degree 2 Other3
5. Type of College/L niversity
Attending Four Year Universit I Two Year College 2
6. College Finance (Select A/
that Apply Subsidized Loan I Un-subsidized Loan 2 Grant 3
7. College Classification 0-IS Credit Hours I 15-30 Credit Hours 2 30-45 Credit Hours
8. Grade Point Average 40=4 30=3 2.0—2
9. 44 hy Are You Taking This Not Applicable I Did not pass a section on the Institutional
Regents’ Skills Course? Regents’ Exam 2 requirement prior to
sitting for the
Regents’ Exam 3
tO. When Did You First Take
The Regents’ Exam? 0-IS Credit Hours I 15-30 Credit Hours 2 30-45 Credit Hours 3
II. HaveYouTakenThe Exam
More Than Once? No—I Yes, Reading only—2 Yes, Writingonlyr3
12. To what extent do you feel The College/University The College/University The College/
the college/university Administration is Definitely Administration is Somewhat University
administration (e.g. various Influential Regarding the Influential Regarding the Administration is Not
departments/offices within Deliverance of the Regents’ Deliverance of the Regents Influential At All
the college/university) is exam 3 exatn2 Regarding the
influential regarding the Deliverance of the
deliverance of the Regents’ Regents’ examl




exam, such as preparatory
courses, tutorial sessions,
seminars. etc.)
13. To what extent do you feet The College/University The College/University The College)
that your cotlege/ Admissions Criteria Definitely Admissions Criteria Somewhat University
university’s admissions’ Provides/Provided Insight 3 Provides/Provided Insight 2 Admissions Criteria
criteria, e.g. SAT/ACT Does Not/Did Not
score, provide/provided Provide tnsightt
insight as to how well you




14. To what extent do you feel My Prior Academic History My Prior Academic History My Prior Academic
that your prior academic Definitely Contributes! Somewhat Contributes! History Does Not/Did
history (academic merit) Contributed to My Exam Contributed to My Exam Not Contribute to M
contributes/contributed to Success=3 Success 2 Exam Success I
your success on the
Regents’ exam?
IS. To what extent do you feel My Prior Course Work My Prior Course Work My Prior Course
that your prior course work Definitely Contributes! Somewhat Contributes Work Does Not/Did
leading to the exam Contributed to My Exam Contributed to My Exam Not Contribute to My
contributes/contributed to Success 3 Success 2 Exam Success I
your success on the
Regents’ exam?
16. To what extent do you feel Exam Weight/Importance Exam Weight/Importance Exam
that the weight or Definitely Influences I Somewhat Influences! Weight/Importance
importance of the Regents’ influenced My Exam Influenced My Exam Does Not/Did Not
exam influences/influenced Success 3 Success 2 Influence My Exam
your success on the Success I
Regents’ exam?
17. To what extent do you feel Not Applicable4 The Regents’ Course The Regents’ Course
that the Regents’ course Instructor(s) Qualifications Instructor(s)
instructor(s) qualifications Definitely Qualifications
contributes/contributed to Contributes/Contributed to My Somewhat
your success on the Exam Success 3 Contributes/Contribut
Regents’ exam? ed to My Exam
Success2
IS. To what extent do you feel Not Applicable4 The Regents Course Definitely The Regents’ Course
that the Regents’ courses Contributes/Contributed to My Somewhat
contributes/contributed to Exam Success 3 Contributes/Contribut
your success on the ed to My Exam
Regents’ exam? Success2
19. Do you experience test I Do Not Experience Test Test Anxiety Definitely Test Anxiety
anxiety? If so, to what Anxietr—4 Contributes/Contributed to My Somewhat
extent do you feel that test Exam Success 3 Contributes/Contribu
anxiety contributes! ed to My Exam
contributed to your success Success2
on the Regents’ exam?
20. To what extent do you feel Testing Environment Definitely Testing Environment Testing Environment
that the testing Influences/Influenced My Somewhat Influences/I Does Not/Did Not
environment Exam Success 3 Influenced My Exam Influence My Exam
influences/influenced your Success=2 Success I
success on the Regents’
exam?
Answer Type
I. Age Group 32+=4
2. Sex
3. Race Hispanic A erican5 Other=6
4. Education (Working
towards)
5. Type of College/i. nivcrsity
Attending
6. College Finance (Select All Full scholarship4 Partial scholarship 5 Full scholarship6
that Apply)
7. College Classification 45-60 Credit Hours—’1 60-75 Credit Hours 5 75-90 Credit Hoursó




9. Why Are You Taking This Preparation before taking the OtheT=S
Regents’ Skills Course? exam for the first time=4
JO. When Did You First i’ake 45-60 Credit Hours=4 60-75 Credit Hours5 75-90 Credit Hours=6
The Regents’ Exam?








deliverance of the Regents’




exam, such as preparatory
courses, tutorial sessions,
seminars, etc.)





insight as to how well you
would perform on the
Regents’ exam?
14. To what extent do you feel
that your prior academic
history (academic merit)
contributes contributed to
your success on the
Regents’ exam?
IS. Towhatextentdoyou feel
that your prior course work
leading to the exam
contributes/contributed to
your success on the
Regents’ exam?
tó. To what extent do you feet
that the weight or
importance of the Regents’
exam influences/influenced
your success on the
Regents’ exam?
t7. To what extent do you feel The Regents’ Course
that the Regents’ course Instructor(s) Qualifications
instructor(s) qualifications Does Not/Did Not Contribute to
contributes/contributed to My Exam Success I
your success on the
Regents’ exam?
18. To what extent do you feel lhe Regents’ Course Does
that the Regents’ courses Not/Did Not Contribute to My
contributes/contributed to Exam Success’l




19. Do you experience test Test Anxiety Does Not/Did Not
anxiety? If so, to what Contribute to My Exam
extent do you feel that test Successl
anxiety contributes?
contributed to your success
on the Regents’ exam?












5. Type of College/University
Attending
6. College Finance (Select All
that Apply) Partial scholarship 7 Personal financing 8
7. College Classification
90-lOS Credit Flours 7 105-120 Credit Hours 8 120+ Credit Hours
8. Grade Point Average
9. Why Are You Taking This
Regents’ Skills Course?
tO. When Did You First Take
The Regents’ Exam? 90-105 redit Hours 7 105-120 Credit Hours 8 120+ Credit Hours~9
It. Have You Taken The Exam
More Than Once?






deliverance of the Regents’














insight as to how well you
would perform on the
Regents’ exam?
14. Towhatextentdoyou feel
that your prior academic
history (academic merit)
contributes/contributed to
your success on the
Regents’ exam?
IS. To what extent do you feel
that your prior course work
leading to the exam
contrihutes/contril,uted to
your success on the
Regents’ exam?
16. To what extent do you feel
that the weight or
importance of the Regents’
exam influences/influenced
your success on the
Regents’ exam?
17. To what extent do you feel
that the Regents’ course
instructor(s) qualifications
contributes/contributed to
your success on the
Regents’ exam?
IS. To what extent do you feel
that the Regents’ courses
contributes/contributed to
your success on the
Regents’ exam?
19. Do you experience test
anxiety? If so, to what
extent do you feel that test
anxiety contributes/
contributed to your success
on the Regents’ exam?
20. To what extent do you feel
that the testing environment
iatluences/influenced your








Question 5: Type of College/University Attending
Question 6: College Financing
Question 7: College Classification
Question 8: Grade Point Average
Question 9: Why are you taking this Regents’ Skills Course?
Question 10: When did you first take the Regents’ Exam?
uestions
Resondents 1 2 3 4 5 6 7 9 10
1 4 2 I I 2 1-3 3 2
2 4 2 I 1 2 3,6,8 5 2
3 4 2 6 I 2 1-4,6 4 3 2
4 4 2 I 1 2 3 2 3 2 I
5 I 2 I I 2 3,6 4 3 2 2
6 I 2 I 2 3,6 3 3 2
7 I 2 I I 2 1-3 3 2 3 I
8 4 2 1 I 2 3 3 3 2
9 4 2 I I 2 3 4 3 2 3
10 3 2 I I 2 3 3 2 2 I
11 2 2 I I 2 8 4 2 2 3
12 I 2 1 I 2 6 3 3 2 2
13 3 2 I I 2 1-3 5 3 2 3
14 2 2 I I 2 1-3,8 5 2 2 3
15 4 2 6 I 2 3 2 3 2 o
16 3 2 1 I 2 2 2 3 2 I
17 4 2 I 2 I 1,6 3 2 2 2
18 I 2 6 2 1 1-3 4 2 2
19 1 2 6 2 1 6,8 4 3 2 2
20 I I I 2 I 1,3,6 3 3 2
2! 1 2 I 2 I 3,6 4 3 2 I
22 1 2 I 2 I 5,7 4 3 2 2
23 I 2 I 2 I 2,7 3 3 2
24 I 2 I 2 I 1-3 4 3 2 2
25 I I I 2 I 1,3 3 2 2 I
26 I 2 1 2 1 1-3 4 3 2 I











































(1) (23 (3) (~) (~) (61
I 2 I 2 I 1,3
I 2 1 2 I 1-3
I I I 2 2 3
2 2 6 I 2 1-3
3 1 I I 2 2,8
2 I I I 2 1-2
4 I I 1 2 1-2
2 I I 2 1,3
I 2 I I 2 3
I 2 I I 2 3
I I I 2 3
2 I I 2 6
3 I I I 2 1-3
2 2 I I 2 1-3,8
4 2 I I 2 3
4 2 I I 2 3
I 2 I 2 1-3
1 2 I I 2 3,6
I 2 1 I 2 3,6
2 I I 2 3,6
3 2 1 I 2 3
2 2 I I 2 8
3 2 I I I 2,8
4 I I 1 2 0
2 I 1 2 3,6
4 2 I I 2 3
2 4 I 2 3
2 I I I 2 3
2 I I 2 1-2,5,8
I 2 I I 2 3
2 I I 2 3
3 2 I I 2 1-3
4 I I I 2 1-3
4 I I I 2 1-3
2 2 1 I 2 3
3 1 I I 2 8
4 2 1 I 2 1-2




































































66 2 2 I I 2 I 5 3 3 3
67 I 2 I 1 2 3 4 2 2 2
68 I 2 I I 2 2-3 I 2 2
69 2 2 I I 2 3 5 2 2 2
70 I 2 1 I 2 3 4 2 2
71 1 2 I I 2 6 4 3 2 3
Have you taken the Exam more than once?
To what extent do you feel the college university administration (e.g., various
departments/offices within the college university) is influential regarding the
deliverance of the Regents’ exam? (e.g., Are there visible announcements or
other communicative measures concerning the exam, such as preparatory
courses, tutorial sessions, seminars, etc.)
To what extent do you feel that your college/university’s admissions’ criteria
(e.g., SAT, ACT score) provided insight as to how well you would perform on
the Regents’ exam?
To what extent do you feel that your prior academic history (academic merit)
contributes/contributed to your success on the Regents’ exam?
To what extent do you feel that your prior course work leading to the exam
contributes/contributed to your success on the Regents’ exam?
To what extent do you feel that the weight or importance of the Regents’ exam
influences/influenced your success on the Regents’ exam?
To what extent do you feel that the Regents’ course instructor(s) qualifications
contributes/contributed to your to your success on the Regents’ exam?
To what extent do you feel that the Regents’ courses contributed to your cusses
on the Regents exam?
Do you experience test anxiety? If so, to what extent do you feel that test anxiety
contributes/contributed to your success on the Regents’ exam?
uestion 20: To what extent do you feel that the testing environment influences/influenced
your success on the regents’ exam?
Res ondents II 12 13 14 15 16 17 18 19 20
2 3 I 2 2 3 3 3 3
2 3 2 I I I I I 2
2 3 I I 2 3 3 3 3
4 2 2 3 2 I 3 3 3 I
4 2 2 3 3 2 I 3 2 3
2 3 2 3 3 3 2 3 2 3
4 2 I I I I 3 2 3 3
2 3 3 I I I 4 4 3 3
nestions


























________ (17) (18) (19) (20)
Respondents (11) (12) (14) (15) (16)
10 2 2 I 2 I I 2 I 3 3
II 4 2 I 2 2 2 2 2 2 2
12 2 2 2 I I I I I 3 3
13 2 I I I I I 2 3 3
14 2 2 I I I 3 4 4 3 3
15 0 I 2 I 2 2 3 I 3 3
16 2 2 I 2 I 3 3 3 3 3
17 2 3 2 2 2 I I I 2 2
18 4 I I I I 2 2 2 3 3
19 3 3 2 2 2 3 3 3 3 3
20 2 2 2 2 I 2 2 2 2 2
21 2 3 2 2 2 3 3 3 3 3
22 2 2 2 I 2 I 2 3 3 3
23 2 2 2 2 2 2 2 2 3 3
24 2 2 2 2 2 2 2 2 3 3
25 4 I I I I 2 I I 2 2
26 3 2 2 I I 2 2 2 3 3
27 2 3 2 2 2 2 3 3 2 2
28 2 3 3 2 2 3 3 3 2 I
29 2 2 2 I I 3 2 2 2
30 4 2 2 2 2 2 2 2 3 2
31 2 3 3 I I 3 I 2 3 3
32 2 3 2 2 2 3 3 3 2 2
33 4 2 I I I 2 I 2 2 2
34 2 3 2 I I 3 2 3 3 2
35 4 3 3 I 2 3 4 4 2 2
36 2 3 3 I 2 3 4 4 3 3
37 4 2 2 2 I 2 I 2 3 3
38 4 2 2 2 I I I I 3 3
39 2 2 2 I I I I I 3 3
40 I I I I I I I 2 3 3
41 2 2 I I I 3 4 4 3 3
42 2 3 3 I I I 4 4 3 3
43 2 2 2 I 2 I 3 2 3 3
44 4 2 I I I I 3 2 3 3
45 4 2 2 3 3 2 I 3 2 3
46 4 2 2 3 3 2 I 3 2 3




Respondents (II) (12) (13) (14) (15) (16) (17) (IS) (19) (20)
48 2 2 I 2 I 2 I 3 3
49 4 2 3 2 2 2 2 2 2 2
50 2 3 2 2 I I 3 2 2 3
51 I 3 2 3 3 3 3 3 2 3
52 I 2 2 2 2 2 3 3 2 2
53 4 2 2 3 3 3 3 2 3 3
54 I 2 2 3 2 3 3 3 2 3
55 3 3 2 3 3 3 4 4 3 I
56 I 2 2 2 2 3 4 4 4 3
57 4 3 2 3 3 2 3 3 3 3
58 4 2 I 2 2 2 3 3 2 2
59 4 2 2 I 2 2 3 I 2 3
60 3 2 3 3 2 2 3 2 2 2
61 4 I I I I 2 I 3 2 I
62 2 2 2 2 I I I I I 2
63 4 2 2 3 3 3 3 3 2 2
64 2 3 3 3 3 2 3 3 3 2
65 4 2 2 2 2 2 2 3 3 2
66 2 3 2 3 3 3 2 3 2 2
67 2 2 I 2 I 2 3 3 3 3
68 4 3 3 2 3 3 3 3 3 3
69 4 2 I 2 3 3 3 3 2 3
70 I 3 2 3 3 3 3 3 I I
71 4 I I I 2 2 2 2 2 2
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